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Abstract 
The value of children's play is well established in the existing literature. Relevant 
to this study, previous research has been conducted looking at the benefits of 
opportunity to play during the school lunchtime. At lunchtime ancillary staff, or 
lunchtime supervisors, are employed to supervise children. 
Lunchtime supervisors are situated in the framework of a school. This context is 
shared by all those who are a part of that school. As such, supervisors are a part 
of a complex interacting system. Within this shared context a collective sense of 
the lunchtime culture is developed. Consistent with this, previous research 
acknowledges that the views of the supervisors would contribute to the 
development of the lunchtime culture. Further it is asserted that supervisors' 
views may be a factor in determining children's lunchtime experiences. 
However, the existing research does not give adequate attention to the role of 
the lunchtime supervisor. Additionally there are few reported studies that attempt 
to meaningfully explore supervisors' views on lunchtimes more generally. Hence, 
knowledge and understanding of supervisors' views is very limited. Consequently 
it has not been feasible to consider how supervisors' views might contribute to 
the lunchtime culture within the complex interacting school system. Furthermore 
it has not been possible to infer how supervisors' views might impact on 
children's lunchtime experiences. 
In an attempt to begin to address a lack of knowledge and understanding this 
study presents a unique inSight into supervisors' views about lunchtime at 
school. Using a qualitative methodology based on semi-structured interviews the 
research explored the lunchtime story of a group of supervisors based at one 
school. 
Interpretative Phenomenological Analysis was used as a framework for analysing 
the supervisors' story. Through this analysis key themes were identified. The 
themes suggested the primary purpose of school lunchtime, as reflected in the 
supervisors' story, is for children to develop their present and future autonomy 
and agency. The supervisors' story identified lunchtime factors that they seem to 
observe to either challenge or strengthen children's autonomy and agency. The 
themes further suggest significant belief for supervisors in their role in supporting 
children to develop autonomy and agency during lunchtime. Moreover, the 
lunchtime story that they shared embraces their belief that supervisors must 
develop their own autonomy and agency. Lunchtime factors that both challenge 
and strengthen supervisors' autonomy and agency were an additional feature of 
their story. 
This research offers a novel perspective on the supervisors' views about 
lunchtime. It broadens an understanding of their views and connects them to the 
complex school system and children's lunchtime experiences. To enhance 
appreciation of the supervisors' story of lunchtime a conceptual framework was 
developed. 
Definition of terms 
Within the literature various terms are used for example, playtime; lunchtime; 
break and recess. This is the period at school, typically outdoors, for children to 
have a break from indoor tasks. Schools often have a break in the morning. 
Some schools may have an additional afternoon break. The duration of morning 
and afternoon break varies from 15 - 20 minutes. Schools also have lunchtime. 
The lunch period is usually between an hour and an hour and a half. At 
lunchtime there is an opportunity to eat lunch. Children also have an opportunity 
to play outside on the school playground. 
During the lunchtime adults are employed to supervise the children. The work is 
part-time, usually between, 12 noon and 1.30pm on school days. 
Different titles are used within the literature to name the adults whose role it is to 
monitor the children during the lunchtime. These titles include mid-day 
supervisor; dinner lady; lunchtime organiser; lunchtime supervisor and mid-day 
assistant. For the purposes of this study the term 'lunchtime supervisor' will be 
used. This may be shortened to 'supervisor'. 
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Chapter 1 
Researcher's Background 
1.1 Introduction 
I have demonstrated considerable professional and personal commitment to 
completing this research. As the researcher I am therefore a significant factor in 
the research. In this chapter my background will be outlined. I will explain what is 
meant by 'lunchtime story'. I will share my own story about lunchtime and detail 
my expectations of the research. I will also explore how my background and 
lunchtime story has shaped the research methodology and implementation. 
1.2 Background to the Researcher's Interest 
This research is about lunchtime supervisors at one primary school having an 
opportunity to share, through conversation, their story about lunchtime at school. 
Although the idea seems simple, this research study has evolved through a 
process of synergistic development that has involved critical reflection, practice 
and knowledge construction over many years. 
Employed by a Local Authority as an Educational Psychologist, part of my work 
in supporting schools has often involved whole school collaborative work with 
both primary and secondary schools to improve the lunchtime experiences of 
children. This work has included a number of diverse activities such as exploring 
children's views, strategies for teaching children playground games, developing 
play and outside policies and training with school staff on managing lunchtimes. 
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A significant focus of the work that I have undertaken as an Educational 
Psychologist has been on the role of the lunchtime supervisor. In doing this I 
developed a subjective feeling that the views of supervisors have the potential to 
influence what happens at lunchtime. 
I have tentatively explored supervisor views but this has usually formed a part of 
other work with supervisors, rather than being the primary focus. I am therefore 
still unsure as to what their story of lunchtime is. 
1.3 Explanation of the term 'Lunchtime StOry' 
This study is about discovering the lunchtime supervisors' story of lunchtime. In 
using this phrase I am deliberately trying to convey a sense of complexity to the 
supervisors' psychological world and the meaning the lunchtime has for them. 
The study aims to investigate more than 'views' because this could, potentially, 
be limited to opinions and beliefs about lunchtimes. In conducting this study I 
hope to explore the supervisors' views but in addition I also aim to learn 
something about the supervisors' feelings. Further, I hope to explore their 
perceptions; what influences or shapes their views and feelings; what inferences 
they make and how they appear to interpret lunchtime situations. I may also 
discover contradictions and challenges. Moreover I aim to do this by talking with 
a group of supervisors so it will be their coilective perceptions that I will be 
exploring. Through a group interview I aim to gain an insight into how they 
together construct the lunchtime reality. I hope that what I am able to facilitate is 
the telling of an interesting and in-depth collectively generated story of lunchtime. 
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1.4 The Researcher's Lunchtime StOry 
Whilst this research is about the story that supervisors may tell, it is important to 
acknowledge from the outset that I. have my own story about lunchtimes and in 
particular about lunchtime supervisors. 
My story is underpinned by considerable respect for lunchtime supervisors. They 
have a challenging role in school. Supervisors have also shared with me their 
enjoyment and satisfaction gained from their role in a school. Training that I have 
undertaken with lunchtime supervisors has been rewarding because I have 
found them appreciative of the opportunity for professional development. 
As a part of such training I have invited supervisors to share their views about 
limited aspects of lunchtimes. This has included for instance exploring solutions 
to identified lunchtime issues. However such work has formed only a small part 
of a much wider brief when working with supervisors. 
Based on my work with supervisors I have observed them to be comfortable with 
informal conversation about lunchtimes. I have also found supervisors would 
often reveal a wide array of views and attitudes about lunchtimes. I have come to 
believe therefore that in trying to discover what the lunchtime supervisors' story 
of lunchtime is the best place to start would be with a conversation. 
As indicated earlier I have considerable experience of working with schools and 
supervisors on lunchtimes. An element of my story about lunchtimes 
encompasses certain expectations of what the supervisors' lunchtime story may 
take account of. This includes for instance: 
• Issues around convenience and familiarity. 
• The challenging nature of the role. 
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• Some reticence in recognising the skills and experience that supervisors 
bring to the school lunchtime. 
• A sense of enjoyment and satisfaction in the role of supervisor. 
• Recognition that lunchtime provides children with an opportunity to play and 
socialise with other children. 
• An appreciation that children learn social skills such as getting on with others, 
taking turns, sharing and table manners. 
• A sense of responsibility to keep good order during lunchtime. 
• The need to intervene to manage children's lunchtime behaviours. 
• The dominance of football. 
• The marginalisation of younger children, quiet children and girls. Bullying may 
be raised as a concern. 
• Limited play opportunities and children being cold or bored. 
• The nature of the different relationships that they have with children when 
compared to the relationships that teachers and parents have with them. 
• Issues of respect demonstrated by children and parents towards supervisors. 
• A perception of powerlessness within the school system. A feeling of being 
unsupported. 
These points convey what I anticipate might be included in the supervisors' story 
of lunchtime but I do not really know. It will be interesting to compare my 
expectations with the outcomes of this research. It is also helpful to be aware of 
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personal expectations to avoid designing the research in such a way to simply 
confirm my pre-conceived views. 
1.5 The Researcher's Views on Socio-cultural Factors and Methodology 
Thus far I have declared an interest in gaining some understanding of the 
supervisors' lunchtime story. I have shared my expectations of what that story 
might include. 
I made a decision to limit research to the views of the supervisors. It is 
acknowledged that in doing this an insight into the views of others, particularly 
children, would be neglected. Furthermore it would not be possible to explore the 
interplay between the views of supervisors and children. Researching the views 
of others would potentially dilute the significance of the views of supervisors. I 
was particularly keen to value the views of supervisors per se. Manageability of 
the research study was a further consideration. 
I do not work at the school and do not supervise at lunchtimes. As such I am not 
an 'insider' in the research context. I am perhaps a little more than an 'outsider' 
given my experience and familiarity with lunchtime issues. I am also able, to 
some extent, to invoke personal credentials which allow admission into the 
lunchtime context for the purpose of conducting research. These credentials 
would include, for example, my genuine interest, some empathy with supervisors 
and having an open and relaxed personality. 
I have confirmed that I have been immersed in the field of school lunchtimes and 
work with lunchtime supervisors for many years. In this sense this study is akin to 
(but not wholly consistent with) practitioner research. There is a commitment to 
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exploring more about lunchtimes and going beyond some of the taken for 
granted features and seeing them in a new or different way. 
The social constructionist model has been an underlying influence on this 
research. It is my understanding that activity always occurs within a system of 
social relations where we systematically construct an interpretation and 
understanding of the context. This is done by utilising the tools of our culture 
which include social conventions and language. As such a person's way of 
being, seeing and responding in the world is achieved by acquiring and applying 
knowledge and drawing on an interpretation within the specific context which 
includes awareness of possibilities within that context. Social constructionism 
steers away from the personal to focus on the social - how things can be 
understood given certain cultural and social relationships. The way a person 
constructs what they take to be reality is influenced and informed by social 
relationships. Angen (2000) affirms this view suggesting that there is no one 
universal reality for a social phenomenon, but rather 'multiple realities' that are 
contingent upon each individual's situation and context. 'From a social 
constructionist perspective there are no incontrovertible social truths' (Macready, 
1997, p131). Supervisors are situated in a unique context where children and 
adults are part of an interacting system. Within this system they construct their 
understanding, their reality, of lunchtime. 
Although writing about learning, Edwards (2001) offers a socio-cultural 
explanation that I think is relevant to the complex lunchtime context and possibly 
how the supervisors' views may be shaped: 
' ... a model of mind which is, primarily, but not entirely, a decoding, sense-
making mind which engages with and is shaped by the world. It is an 
6 
interpreting mind, which ascribes meanings to events and objects. These 
ascriptions are mediated by a range of features. The most obvious forms 
of mediation are conversations, texts and joint action where learners' 
appropriations are easily evident. The less obvious forms of mediation 
include personal histories or previous interactions and the constraints and 
possibilities which are encoded in the social - historical expectations of 
particular settings and which allow particular ways of being in the world'. 
(Edwards, 2001, P 7). 
Consistent with social constructionism it is my view that within the interacting 
system of the school it is the amalgamation of individual ideas, behaviours, 
conversations and stories that represent the playground society. Within the social 
context of lunchtime if play is conceived as a hiatus in the school's primary -
educative - purpose, then lunchtimes may be marginalised and considered to be 
about 'behaviour management'. 
Lunchtimes at school are situated within a wider school culture. This culture 
. includes for instance an ethos about power relationships (perhaps based on 
gender, age, ability, perceived status) and issues of consensus (rules and 
routines, physical boundaries, adult presence and control). Within this culture 
there might be consensus as to physical boundaries, adult presence, 
communication protocols and the types of games that are permitted. 
Expectations of children's play and behaviour and organisational issues might 
also evolve through consensus. However, the surface consensus could belie 
underlying conflicts which arise from children seeking to pursue their own 
agenda, their 'hidden curriculum', and adults holding individual or group views on 
lunchtime issues. Children and supervisors are interacting and integral features 
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of lunchtime and the meaning of lunchtime, or the perceived reality of lunchtime, 
is jOintly created and negotiated, possibly through nuances of language, 
b~haviour, response, assumptions, expectations and body language. 
Within this the reality of lunchtime might be shaped by the supervisors own 
personal motivation and their understanding of their role and the value of 
lunchtime. It may be for instance that supervisors are concemed with the 
personal convenience of the role, ensuring a smooth dining routine and dealing 
with problems, rather than facilitating positive social interactions. If children 
actively discover such agendas then this may modify their lunchtime behaviours. 
Also, if, for example, liaison between supervisors and teachers has a tendency to 
focus on problems, there is the potential for an ethos to develop that lunchtimes 
are a concern. 
Using a socio-culture perspective to understand space within school permits an 
understanding of the power of space. Within the interacting lunchtime system 
perceptions on the ownership of space and the way that space is managed may 
convey messages and meanings to children, which influence their attitudes and 
behaviour in a variety of ways. The critical idea behind this is that space makes a 
difference. The playground space is a very distinctive space where childhood 
culture and power relationships are played out. Playground space is very often 
the place where social hierarchies are still determined as individuals and groups 
use space to exert or express dominance - supervisors over children, boys over 
girls, older children over younger children. The supervisors can assert their 
authority through, for example, their control over. movement and queuing during 
the lunch period, the noise level permitted in the dining hall, designating areas of 
the playground for certain games and dictating rules about being allowed back 
inside of school. The view that children have of their environment is in large part 
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determined by the way in which the adults responsible for the children view and 
use the same environment. The arrangement of space can have consequences 
for supervisors' ability to effectively and efficiently manage the lunchtime. 
Within the context of school a socio-culture perspective also helps to understand 
the management of lunchtimes. The management of lunchtimes may be 
inconsistent and reactive and within the school culture lines of responsibility may 
be blurred. It often isn't clear who has independent authority at lunchtime and if 
supervisors would be expected to refer to teaching staff when there is a difficulty. 
Within schools there appears to be a hierarchical structure. It is unusual for 
lunchtime supervisors, teachers, parents and children to consider ideas and 
concepts together. Lunchtime supervisors may not perceive, or be perceived to 
have, significant status within the organisation of the school. Children may 
experience their teachers as the powerful adults in school, who have within their 
control, the incentives, sanctions and resources. Conversely, they may view 
supervisors as adults with a low profile in the school, with limited power and 
limited resources. 
The purpose of the research will therefore be to provide an opportunity for 
supervisors to share their experiences and views about lunchtime. They will be 
given opportunity to share their meanings about lunchtimes which they may have 
generated through conversations, actions, previous interactions and the 
constraints and possibilities afforded through the school system. 
I consider it apposite that the theoretical orientation of this research study should 
be phenomenological, that is, aiming to find key themes in what supervisors say 
about their experiences of lunchtimes. Alongside this I will endeavour to adopt an 
interpretative stance. I will undertake to make sense of the themes in a way that 
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says something about the nature of supervisors' experiences. This will involve 
my perspective. The research will not be about producing objective statements 
about what supervisors think about lunchtimes. It will not examine the 
supervisors' views in terms of pre-existing conceptual or scientific criteria. 
The decision about which research methods to adopt was influenced to some 
extent by the view of Banister, et aI., (1998), who argues reducing material to 
manageable proportions and abstracting certain types of information from it is 
fraught with difficulties that might take little or no account of the context. 
Research should be part of a debate and not a fixed truth. This stance is well 
positioned with work on lunchtimes which is a unique context where children and 
adults are part of an interacting system. 
Further, Eisner (1998) says that qualitative experience depends on qualitative 
forms of inquiry. Qualitative inquiry is not just about what we see out there, but 
how it feels. This embraces the underpinnings of this research in terms of trying 
to discover how lunchtimes feel to supervisors. It is concerned with accessing 
their story. The research is not about a particular theory of lunchtimes or 
supervision at lunchtimes. It is an exploratory study that hopes to arrive at a 
better understanding of the views of supervisors. 
Earlier I explained that I have my own views about lunchtime which have evolved 
from my experiences. These views have shaped the lunchtime story that I have 
created. Through this research I hope to discover the supervisors' own story. I 
hope to be able to construct a joint story. This process is represented in Figure 1. 
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Figure 1: Creating a joint stOry of lunchtime 
Researcher's 
story 
Joint story 
Supervisors' 
story 
I 
To· discover the supervisors' lunchtime story the methods used will seek to have 
some coherence with my belief that supervisors should be collaborative partners. 
Supervisors often bemoan their low status in school and lack of respect and it 
was paramount that this research did not reinforce this negative view. In some 
ways the research has a dual function - to research supervisors' views but also 
to do so in a way that promotes their status, confidence and skills. To have 
conducted research in any other way would have meant compromising on 
partnership work that I have promoted with supervisors, 
Crucially at the heart of this study is the belief that the best way to find out about 
something is to ask. I considered it important to identify a research approach that 
supervisors would be confident with. I also strived for an approach which 
maintained as much continuity as possible with their ongoing life in school. I 
thought this would involve an opportunity to talk together in a relaxed and open 
manner. In essence this would mean supervisors sitting together to talk. 
Doing this together was considered to be important in this research. Supervisors 
work together and share the tasks and responsibilities but they will have different 
, views about lunchtime. Therefore research with supervisors should rightly be 
collaborative as this reflects their everyday practice. Collaboration involves 
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people working together to explore their different versions of a situation (Lasker, 
et aI., 2001). 
1.6 Summary of Researcher's Background 
Over a prolonged period I have undertaken extensive work on lunchtimes in 
schools. This experience has to a limited extent informed my views about 
lunchtimes. I have formed the impression that supervisors' attitudes may shape 
lunchtimes in school. Based on my experiences I have constructed a personal 
lunchtime story which includes some expectations of the likely features within the 
supervisors' own lunchtime story. Much of this is supposition as I have not 
specifically explored supervisors' views in depth. 
Hence I considered that research which engaged more purposefully with 
supervisors to try to gain some insight and understanding of their views would be 
useful. I would like to discover the supervisors' story of lunchtime. 
I am committed to collaborative working with supervisors and am keen to 
demonstrate respect for their role. My intention would be to conduct research in a 
way that has some coherency with their work and life experiences. Therefore a 
group conversation is considered to be justified. . 
Fundamentally this intends to be a rich, qualitative study that, akin to a piece of 
artwork, provides an opportunity for the viewer to begin to stand back, see the 
many layers of paint and colour, to question, infer, interpret, understand and 
enjoy. 
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Chapter 2 
Review of the Background Literature 
2.1 Introduction 
This chapter explores previous research that has been conducted looking at 
lunchtimes in schools. It will explain that the available research does not give 
adequate attention to the role and views of lunchtime supervisors. I hope to 
make a case for a study that explores the supervisors' lunchtime story which will 
supplement and enrich previous research. 
The review of the background literature has been divided into the following broad 
areas. 
• 2.2 This briefly outlines what constitutes play and what children learn through 
play. Lack of play opportunities for children is discussed with the school 
lunchtime presented as a unique play opportunity. 
• 2.3 The review of the background literature moves on to explore how 
lunchtime supervisors have a Significant role in facilitating children's 
lunchtime experiences. Concerns about children's lunchtime behaviour are 
raised. In the background literature it is suggested that improvements at 
lunchtimes could be informed by the views of children, parents and school 
staft. 
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• 2.4 An overview is provided of the research into the different views of 
children, parents, teachers and lunchtime supervisors. The lack of research 
into the views of supervisors is highlighted. 
• 2.5 The review of the background literature reveals that supervisors are a 
significant component of a complex interacting lunchtime context. Within this 
context the lunchtime reality will be constructed through a fusion of the 
different views and lunchtime objectives of children, teachers, parents and 
supervisors. To develop an understanding of how lunchtime is constructed it 
is advocated that it would be particularly helpful to gain some insight into the 
views of supervisors. 
2.2 The Value of Play at Lunchtime 
To justify why it would be useful to explore supervisors' views lunchtimes need to 
be understood in the wider context of children's play. Importantly the child's right 
to play is recognised in Article 31 of the United Nations' Convention on the 
Rights of the Child (1998). 
'Getting serious about play', a review of children's play commissioned in 2004 by 
the Department for Culture, Media and Sport (DCMS) takes a thorough look at 
play provision in the UK. The findings of this report informed the Government's 
decision to launch the Children'S Play initiative with the Big Lottery Fund. This 
considers that play is what children and young people do when they follow their 
own ideas, in their own way and for their own reasons. This understanding of 
play shares a number of common characteristics of what play is commonly 
understood to be. This understanding was detailed in a review of perspectives on 
play, policy and practice carried out by Lester and Russell (2008) who detail that 
play is: 
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• Based on a sense of free-will and control, either individually or within the 
group. 
• Motivated for its own sake rather than any external reward. 
• Pleasurable and positively valued. 
• Flexible and adaptive, using objects and rules in a variety of changing ways. 
• Non-literal, 'as if behaviour - it can rearrange or tum the world upside down. 
• Unpredictable, spontaneous, innovative and creative. 
Throughout the literature there is recognition that play is an important aspect of 
children's education experience, in the broad sense. 
'Important psychological needs can be satisfied within informal and 
loosely supervised opportunities for play and social interaction'. (Roderick, 
et aI., 1997, p57). 
It is through play that children develop a knowledge and understanding that 
helps them to begin to conceptualise the world through natural investigations and 
creative engagements (Broadhead, 2008). Through freely chosen play activities 
children learn some of the skills necessary for adult life. These skills include 
social competence (for example cooperation, taking turns, forming attitudes and 
understanding rules), problem solving, creative thinking, and safety skills. Play 
isn't simply about children's developmental progression into adulthood, important 
too are the physical, social, cultural and emotional worlds that children both 
inhabit and create in their daily lives. Play experiences are about a good 
childhood today but also preparation for adulthood tomorrow (Sluckin, 1981). 
When they play children begin to develop a sense of self and a capacity to relate 
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to others. Play can help build resilience through its contribution to emotion 
regulation, building strong attachments and peer friendships, engendering 
positive feelings and enabling children to cope with stressful situations through 
developing creative approaches and problem-solving skills (Lester and Russell, 
2008). 
The Schools for the Future document on designing school grounds (DFES, 
2006) provides information and guidance to inspire playground designs. The 
guide advocates that well designed playgrounds will contribute to children's 
emotional well being. Following on from the Government's commitment to 
recognise the rights of a child to relax and playas stated in the UN Convention, 
the draft national play strategy 'Fair Play' (DCFS 2008) was published. It involves 
much-welcomed initiatives that recognize that play is fundamental to children's 
enjoyment of their everyday lives and consistent with the five outcomes of Every 
Child Matters (2003). The Government's Fair Play policy emphasizes the 
importance of play in all environments. The policy mentions schools although it 
does not affirm allocation of funding to schools to promote play opportunities. 
Some of the characteristics of play mentioned earlier (such as the sense of free-
will and being non-literal) can of course be experienced in many places. Play 
happens everywhere children are - on the pavement, in a waiting room or a 
shop. There is concern however that children's habitats have shrunk and 
opportunities for children to interact with their peers are less than they were 
some years ago. Fewer children now play outside their homes or walk to school 
(Hillman, 1993; Thompson, et aI., 1997). 
The background literature review has highlighted that children's development is 
enhanced through play. The lack of play opportunities is therefore a concern. It is 
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fortunate however that children have opportunity to play during their lunchtime at 
school. During the school day children can spend up to a quarter of their time in 
school on the playground (Imich and Jefferies, 1994; Blatchford and Sumpner, 
1998). It is vital therefore that the experiences children have at lunchtime are as 
positive, enriching and supportive as they can be. In talking about the school 
playground, Ota, et al. (1997) says it is: 
' .. . an environment where children are empowered to participate, create 
and develop in a unique and fundamental way' (p19). 
Lunchtimes are therefore unique and valuable play opportunities for children. 
However, what is known empirically about play at lunchtimes is quite limited 
(Pellegrini, 1991; Pellegrini and Bjorklund, 1996). Research that has looked into 
this has tended to focus on describing games children play or on the problems 
associated with disruptive and antisocial behaviour (Evans, 1996). Further, 
Blatchford and Sharp (1994) say that play at school has been largely taken for 
granted. Within the literature common themes emerge as to the potential benefits 
to children having opportunity to play at lunchtime (Docking, 1988; Smith, 1994; 
Pellegrini and Bjorklund, 1996; Blatchford and Majors, 1998). The potential 
benefits of play at lunchtime that have been identified include: 
• Children's enjoyment; 
• A forum for physical activity; 
• The development of play, games, and children's culture; 
• A forum for social development (for instance social skills, friendships, 
management of conflict); 
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• Educational implications in terms of readiness for learning (following a 
physical and mental break); 
• The development of a range of language and cognitive skills during play. 
The importance and purpose of play is highlighted in the National Initiative on 
Social and Emotional Aspects of Learning (SEAL, 2003). The SEAL approach 
examines the contribution that well-managed playtimes and lunchtimes can 
make to children's social, emotional and behavioural development. The initiative 
offers guidance to put playtimes and lunchtimes into the context of a whole-
school behaviour policy. It advocates congruence between what happens at 
playtimes and lunchtimes and what happens at other times of day. Further, SEAL 
highlights the need for staff development and encouragement for children to take 
responsibility for the playground and lunchtime cultures. 
Research has been undertaken into these potential benefits of play at lunchtime, 
notably children's enjoyment, social development and the links with learning. 
With reference to the existing research I will now elaborate on these three areas. 
2.2.1 Children's Enjoyment 
Research into children's views suggests that they enjoy lunchtime. They view 
this as a carefree time in their school day (Tizard, et al., 1988; Blatchford, 1998). 
Lunchtimes can be inherently motivating and enjoyable (Blatchford, et aI., 2003). 
Conversely, lunchtimes can also be a time of misery for some children who may 
experience boredom, restricted opportunities, bullying, name-calling, teasing and 
social isolation (Tizard, et al., 1988; Blatchford, 1989; Mooney, et aI., 1991; 
Whitney and Smith, 1993; Pellegrini and Smith 1993; Kelly, 1994; Smith, 1994) .. 
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Lunchtimes can therefore be a time of joy or of dread for some children. What 
happens at lunchtime can strongly affect a child's school experience (Thompson, 
et aI., 1997). 
2.2.2 Social Development 
Another of the potential benefits of lunchtime is the forum for social development. 
It is suggested that lunchtimes have an important role in children's adjustment to 
school and social life (Sluckin, 1981; Sutton-Smith, 1982; Smith, 1982; Hartup, 
1983; Ota, et aI., 1987; Pellegrini, 1991; Pellegrini and Smith, 1993; Smith, 1994; 
Pellegrini, 1995; Pellegrini and Bjorklund, 1996; Thompson, et aI., 1997; Reed 
and Roth, 2001; Blatchford and Pellegrini, 2002; Goodwin, et aI., 2002; 
Blatchford, et aI., 2003; Pellegrini et al., 2004). Within such research it is 
suggested that lunchtimes are particularly important in helping children to adjust 
to the present and prepare for the future, within the unique social context of the 
playground (Ross and Ryan, 1994). Games, for instance, constitute arenas 
where opposition is expected and as such provide opportunities to test and 
realign social identities among peers (Goodwin, et aI., 2002). Reed and Roth 
(2001) found that rough and tumble play was an important way in which boys 
developed and maintained friendships, using physical activity to express 
emotions. In Sluckin's (1981) view, the lunchtime social world is essentially 
similar to those that adults create and sustain in their worlds. It is through their 
experiences at lunchtime that children learn numerous specific skills and roles to 
participate in games and to solve social problems. 
2.2.3 Learning 
In addition to enjoyment and the development of social skills play at lunchtime is 
considered to be an opportunity for children to learn through their play. However, 
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Pellegrini and Bjorklund (1996) and Evans (2001) argue that the pressure to 
provide children with a solid grounding in numeracy and literacy means that 
other curriculum areas and lunchtime are pushed to the margins. This argument 
is further supported by Blatchford and Sumpner's survey (1998) which reported a 
trend towards reducing lunchtime. The dominant view, argues Evans (2001), is 
that lunchtime is simply a break between the real purposes of schooling. 
However other research suggests that having a break from work might have 
some immediate impact on children's learning when back in the classroom. 
Pellegrini and Davis (1993) and Pellegrini and Bjorklund (1996) advocate that 
children learn better and more quickly when their efforts on a task are distributed 
(Le. when they are given breaks between tasks). Theyalso found that children's 
social interaction and physical activity at lunchtimes were positively, and 
significantly, related to their subsequent task attention. Speigal, (1999) argues 
that children can use their formal education experiences to inform their play. 
Children can also bring back into the classroom insights which teachers may not 
have had time to develop within the confines of the curriculum. 
The existing research confirms that lunchtimes in school have a dual learning 
function - as an opportunity for children to learn through play but also as an 
opportunity to relax in readiness for the forthcoming lesson. 
2.2.4 Summary of the Value of Play at Lunchtime 
Children have a right to play. The literature review has provided evidence of the 
many benefits of play so that children can enjoy their childhood and prepare for 
adulthood. It is as they play that children's cultural and emotional needs, their 
social skills, physical skills, learning and pleasure can be enhanced. 
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With changes in society, the school provides a unique context for children to play 
at lunchtime in a relatively safe environment. 
2.3 Supervision at Lunchtime 
The literature review has thus far established that children have unique 
opportunities to play at lunchtime. The Head Teacher of a school usually has 
ultimate responsibility for the supervision of children at school during lunchtimes. 
Since the 1980's supervision at lunchtime has been delegated to ancillary staff 
(supervisors) employed specifically for lunchtime supervision. 
Some Local Authorities have guidance on what might be included in the job 
specification for a lunchtime supervisor. Individual schools may tailor such 
guidance to suit their own needs. Job descriptions were reviewed from 
careersadvice.direct.gov.uk; www.become-a.co.uk and a random selection of 
Local Authorities (for instance Nottinghamshire and Dudley). In reviewing the job 
descriptions there was a lack of clearly defined supervisor essential and 
desirable attributes. 
However there were some common features that relate to the role of the 
supervisor. Many of these were broadly about practical issues directly related to 
the children eating and moving about the school during the lunchtime. There 
were a number of references to expectations that supervisors would deal with 
poor behaviour. Promoting good behaviour, positive social interaction and 
emotional support were only marginally referred to. Thus, there is significant 
emphasis on the practicalities of the lunch period. Furthermore, the overall 
impression gained is that supervisors should expect to have to intervene to 
manage poor behaviour. Arguably this encouragement to control children's 
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behaviour may run counter to the very essence of play, which is about a child's 
sense of free-will, being unpredictable, spontaneous and innovative. 
Lunchtime supervisors are being given a clear steer that their primary role during 
the lunchtime is to ensure the good organization of practical matters and respond 
to poor behaviour. This is consistent with a concern raised by Sutton-Smith 
(1982; 1990) who asserted that children's play in schools is becoming 
increasingly domesticated and organised. 
There is an interesting link here too with styles of parenting. Talking about 
supervision of children by parents, Furedi (2002) describes 'paranoid parentin~' 
which holds safety and caution as intrinsic virtues. Paranoid parenting is driven 
by the constant expectation of harm to children. This is leading to a reduction of 
the quality and quantity of experiences available to children. 
Even if supervisors were clear about the duties they were expected to perform 
and were skilled at this it is likely that supervision at lunchtime would be 
challenging. The Practitioner Group on School Behaviour and Discipline (2005), 
chaired by Sir Steer, identified that a school'S set of values can be supported or 
undermined by the management of lunchtimes. Prior to this, the report from the 
Elton Committee of Enquiry into Discipline in Schools (DES, 1989) identified 
lunchtimes as the single biggest behaviour related problem that school staff face. 
The report went on to recommend that: 
'All LEAs and governing bodies which employ school staff should ensure 
that midday supervisors are given training in the management of pupil 
behaviour' (131. 1). 
22 
Despite the Elton report recommendation training opportunities for lunchtime 
supervisors are rather ad hoc. In a national survey to establish the nature and 
extent of provision for the training of lunchtime supervisors Sharp (1994) quoted 
25% of the LEA's who responded as providing no training for supervisors. 
Aside from training, White and Wilkinson (1986) advise that schools need to 
consider the key issue about the real purpose of the lunchtime. They propose 
that schools should consider the views of children, parents and school staff, 
including supervisors. Similarly, Docking (1988) points out that lunchtime 
problems such as racism, sexism, bullying and aggression can be combated, but 
only if there is concerted whole-school policy, involving all the adults, including 
lunchtime supervisors. 
It seems that schools are becoming more aware of the need to address 
lunchtime issues and are adopting more deliberate policies with regard to 
lunchtime supervision (Blatchford and Sharp, 1994). The Primary National 
Strategy for Social Emotional Aspects of Learning (2003) has a module for 
schools specifically to address playtime and lunchtime issues. This includes 
emphasis on enhancing the self-esteem and skills of those who work with 
children at lunchtimes. The guidance argues that for the supervisors' role to be 
effective they need to be motivated and should receive appropriate professional 
development and support. Supervisory staff should feel valued, be effectively 
trained, well informed and able to work in partnership with other school staff. 
Lunchtime supervisors have significant responsibility for children at lunchtimes. 
Potentially supervisors could have a crucial role in promoting children's lunchtime 
experiences. However, guidance on the expectations of supervisors has a focus 
on practical matters and behaviour management. The skills that a supervisor 
would be expected to bring to the role are not clear. Furthermore, the literature 
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review reveals that training opportunities are limited. There is now however 
increasing awareness, through initiatives such as SEAL, of the need to promote 
a more coherent, whole school approach towards the supervision of children at 
lunchtime. 
2.4 Different Views on Lunchtime 
There were various reports in the background literature that suggested seeking 
the views of children, parents, teaching staff and lunchtime supervisors. It was 
argued that such views would inform improvements to lunchtimes. Returning to 
the background literature I reviewed research that had been conducted looking 
at views about lunchtime. As the main playground users, the obvious starting 
point would be to consider research that explored the views of children. 
2.4.1 Views of Children 
Children might be viewed as the experts on life on the playground (Blatchford 
and Sharp, 1994) and various studies have considered children's views, often 
through interviews and questionnaires. 
Tizard et al. (1988) found that lunchtimes were often perceived by young children 
as both the best and the worst side of school life. In another study Blatchford, et 
al. (1990) reported that the children particularly enjoyed the long lunch break. 
Children said that they enjoyed the opportunity to have a break from work, play 
games and meet with friends. Blatchford, et al. concluded that, ' ... there can be 
little doubt therefore that for these children playtime was an enjoyable part of 
their school day - probably the most enjoyable part - and its importance should 
not be underestimated' (p170). 
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Blatchford et al. went on to report the concerns of children about having to 
contend with boredom and disruptive behaviour such as bullying and teasing. 
Children expressed a preference for consultation about changes as they viewed 
the playground as 'their' domain. An interesting view on this is put forward by 
Sheat and Beer (1994) who suggest that whilst the idea of involving children in 
decisions about lunchtime has some merit, it might present some threat to adults 
in that participation requires a redistribution of power and reassessment of roles. 
Findings similar to those reported by Blatchford, et al. were also reported by 
Evans (1996) investigating the views of children in Australian schools. In the 
study children were reported to say that the longer the break the better and that 
they preferred being given a choice about whether to go outside or remain 
inside, though they said they would generally choose to go outside. When invited 
to suggest changes they would like see, apart from lunchtime being longer, most 
of the ideas centred on space and equipment. Evans drew the conclusion that 
the similarities between findings in the Australian study and those of Blatchford, 
et al. (1990) in the English primary schools were quite striking, '".which tells us 
something about how universal children's attitudes are when it comes to 
playtime. Children enjoy recess break for many of the same reasons' (p56). 
An interesting aspect to both studies is that the children do not shy away from 
expressing concern about anti-social behaviour and they are willing to offer 
suggestions for dealing with this. Rafferty (1997) reports of a case study at one 
school that was keen to give children a voice in decision making. Through 
analysis of questionnaires completed by children problems were identified 
around lunchtime. This included being bored, anti-social behaviour, poor physical 
conditions, sexist attitudes (for instance girls felt they weren't allowed on the 
football pitch) and the potential for accidents (for instance being hit by a ball). 
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Through the questionnaires the children offered suggestions for improvements 
such as having playground equipment, peer support to resolve issues, having 
somewhere to sit, equal use of all areas of the playground (for boys and girls) 
and directing younger children to play small equipment games away from other 
games. 
That children are aware of but not deterred by anti-social behaviour conflicts a 
little with the problem view of play and lunchtimes espoused by some research. 
However, some research explicitly sets out to explore children's views of problem 
behaviour. In a study to establish children's views of playground problems to 
inform a prevention programme Leff et al. (2005) asked them to complete 
playground diaries. This identified primary concerns about rough and tumble 
play, low levels of cooperative behaviours, poor communication and limited game 
playing between children of different racial backgrounds. 
In addition to evidence of children's enjoyment of play and lunchtimes and 
children's views on problems, other research has explored the nature of activities 
children choose to undertake during their breaks, for example in Blatchford's 
(1998) longitudinal study, children at the ages of 7, 11 and 16 years were 
interviewed to provide an integrated account and analysis of children's 
experiences and activities at break time. In another study, Blatchford et al. (2003) 
asked children to complete questionnaires about the type of games they 
enjoyed, when researching the social context of playground games. More 
recently Blatchford and Baines (2006) conducted a national large scale postal 
survey to provide current information on break times in schools. The results of 
this confirmed that children remain positive about lunchtimes. Children value the 
opportunity to do what they want, to socialise and to enjoy physical exercise. The 
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children commented on insufficient opportunities and space to have fun. 
Behaviour at lunchtime was considered to have improved. 
Aside from interviews and questionnaires, alternative research approaches 
include the work of White (1988) who gives an account of the way the 
playground experiences of children were discovered through an analysis of their 
writing and drawings. Adopting a different approach, Sheat and Beer (1994) 
provided children with a large map of the playground to record on it what 
happened where, which spaces were used least and most and what conflicts 
arose there. Further work involved children in a site walkabout where the children 
took visitors around and spoke about their playground experiences. Children also 
used disposable cameras to take photographs that best represented the way 
they viewed the school. 
Other studies into children's views have similarly attempted to establish the 
various ways children spend their time on the playground, their likes and dislikes 
and the prevalence of problems and their causes (Brown and Burger, 1984; 
Titman, 1990; Titman, 1994; Briggs, et aI., 1995; Rennie, 1996; Ross and Ryan, 
1994; Mannion, 2003). 
Ridgers et al. (2005) monitored the physical activity of over 500 children aged 5-
11 years of age through observation. In addition over 50 detailed semi-structured 
interviews were conducted with children and school staff to examine their 
attitudes towards lunchtimes and to determine the types of activities children 
enjoy playing in the playground. The results suggested that children looked 
forward to lunchtime. Boys were found to engage more in physical activities 
whilst girls enjoyed more social sedentary activities. The dominance of football 
was highlighted by the girls. The study further observed that rough play and play 
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fights were more prevalent when playground equipment was limited. This 
perhaps suggests that children might appreciate being offered a wider choice of 
lunchtime activities. 
Working in partnership with Nottinghamshire County Council's Play Service the 
Play in Schools Association conducted a survey into children's views (2009). 
This suggests that most children enjoy the play experiences offered by their 
schools, that they have good relationships with the supervisory staff and that 
being bullied is not a major issue amongst this sample. The results also suggest 
that there are a minority of children who do not enjoy playtimes, feel isolated and 
overlooked. An individual school, also in Nottingham, has recently (2010) 
reported the findings of an Extended Schools survey which gathered general 
views about school, including lunchtimes. However this survey was limited to 
involvement in and awareness of lunchtime activities. 
A national study commissioned as part of a wider body of research to inform the 
2009 'Play day' campaign highlighted the need for children to have time to play 
and enjoy themselves. The views of the children taking part in focus groups as 
part of this study established children's play patterns and specifically their time 
for play. These accounts support previous research into this area. School was 
valued as a place to play for the opportunity to socialise with different children 
and meet up with friends on a regular basis. It also emerged that the children 
valued the freedom to play without structure. Playing with others at school meant 
children could be inventive and spontaneous when playing. Children also 
highlighted a number of ways in which play assisted effective learning in the 
classroom. Most commonly. children spoke of how play boosts their 
concentration in class and how the chance to let off steam in the playground 
could lead to improved behaviour in the classroom. 
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Taking children's views a little further, Ota et al. (1997) wanted to explore the 
secret world of the child on the non-school playground. Conversations were held 
with children, exploring issues of place, and the sense of ownership, autonomy 
and power. Ota et al. argue that it is on the playground that children construct 
their personal view, their identity and their own unique story, away from the 
space that adults inhabit. This moves away from simple, face-value expressions 
of likes and dislikes, and seeks to explore children's core beliefs, as constructed 
away from adults. 
However at school supervisors are nearby and arguably in control of the 
lunchtime. The suggestion that children'S play might in some way be influenced 
by adults challenges the idea proposed earlier that play belongs to children. 
However any connection between the core beliefs of children and those of 
supervisors has not been meaningfully investigated. It is not known how children 
might construct their core beliefs, alongside, in partnership with or in opposition 
to, the core beliefs of the supervisors. 
Thomson's 2005 study into the ownership of space is consistent with the idea 
that children'S play might be influenced by adults. Ownership of space on the 
playground was explored through observation and semi-structured interviews 
with teachers, lunchtime supervisors and also with children. The children seemed 
aware of the physical playground boundaries but also the framework of rules, 
regulations and supervision which constrained the choices they could make 
during lunchtime. Consistent with this, Johnson (2005), reflecting on co-
researching with children their perceptions of their place(s) in primary school, 
described how 83% of photographs taken by children to show places they "ked 
in school were of outside places. Johnson reports that amongst children's 
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greatest needs were freedom to meet and ownership of spaces. Children want to 
own space, but supervisors may wish to be in control of space. 
Much of the research into children's views provides descriptive accounts of the 
activities they enjoy at lunchtime. There are fewer accounts of children's 
perceptions of the role of play at lunchtime (Evans, 1996). Moreover in seeking 
the views of children the objectives should not be restricted to simply providing a 
descriptive account but should include a commitment to considering how their 
views might shape lunchtime improvements. Indeed Aston and Lambert's (2010) 
study on pupil participation in decision making suggests that children and young 
people feel that their views may only be partially heard and may not lead to 
change. 
Individual schools often explore pupil views so that changes are informed by 
such views. Linked to the EverY Child Matters (2003) agenda a school in 
Hampshire expresses a commitment to giving children a voice and encouraging 
their participation (2007). Through the School Council and using the SEAL 
(2003) materials children are encouraged to recognise their rights and to respect 
school culture. The school argue that this has changed the ethos of the school to 
a more partiCipatory environment. Arrangements for lunchtimes have changed as 
a result of pupils' opinions being sought and acted upon. 
Likewise the Leading Aspect Award Organisation (2008) cite a case study of a 
school in North Yorkshire which recognised that the unstructured lunchtime had 
a negative impact on the behaviour, social and emotional issues of the children 
which disrupted their afternoon learning. Consequently the views of children 
about lunchtime activities are regularly sought through questionnaires. Feedback 
from the School Council is regularly considered and evaluated. The children's 
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views inform practices at the school which have led to a more coordinated 
approach towards lunchtime arrangements and supervision that is monitored and 
evaluated. This has involved for instance the. 'Lunchtime Play leader Project', 
using funding from the Extended School Development Fund. Lunchtime 
supervisors now form a key part of the school's management structure. Termly 
meetings, with a formal agenda, are held to address strengths, weaknesses, 
issues and further developments. The report of the case study states that as a 
result of such changes there has been a significant improvement in children's 
behaviour over the lunchtime period, with fewer incidents of inappropriate 
actions. The children are reported to enjoy the opportunities they have to play 
and learn together. They play co-operatively and show care and concern for 
each other. Parents report on the improvement in lunchtime provision. 
Furthermore improvements in lunchtime provision have impacted significantly on 
the way in which children approach learning in the afternoon, e.g. settling to work 
more quickly, more positive attitudes. 
At another school in Lancashire annual Pupil Voice and Pupil Attitude surveys 
are analysed and presented to staff and Governors for action. Following the 
2009 survey the School Council met with the school cook and senior lunchtime 
supervisor. The results of the discussion ensured the children were able to share 
their views about the type of food offered and the order in which children entered 
the dining hall. The School Council have set up a working party to find out the 
views of the children regarding equipment to use in the playground and new 
picnic tables have been ordered. 
The background literature therefore contends that children perceive aspects of 
the lunchtime to be enjoyable. Equally there are some aspects that are disliked 
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by children. Increasingly children's views are being explored to inform changes 
and improvements to lunchtime arrangements. 
2.4.2 Views of Parents 
There are fewer reports on parental views on lunchtimes. The review of the 
background literature into parents' views on lunchtime reveals that, particularly 
more recently, their views have been sought in relation to healthy eating rather 
than the purpose of lunchtime and supervision arrangements. 
Various studies have been undertaken to explore parents' views about play. For 
instance, although not specifically about play at school, Clements (2004) reports 
findings that suggest parents are aware that children today spend considerably 
less time playing outdoors than they themselves did as children. Parents in the 
study suggested this was primarily due to an increased dependence on 
television and digital media and concerns about crime and safety. The survey 
results indicate that parents are aware of the positive impact that active, outdoor 
play has on their child's development. 
Similarly parents' views have been sought about specific lunchtime issues. For 
instance parental views were explored as part of a research project conducted 
by Leeds Metropolitan University investigating why many children do not take 
their free school meal entitlement (2008). A link between free school meals and 
lunchtime behaviour was revealed as parents were concerned about the 
potential for bullying. 
Research that has been more specifically about children's wider lunchtime 
experiences suggests concerns about lunchtime problems. Ross and Ryan 
(1994) interviewed parents and identified concerns about safety, girls being 
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marginalised and racism. This is consistent with concerns about lunchtime 
behaviour that has already been discussed in this literature review (for instance 
Blatchford, 1989; Kelly, 1994; Smith 1994). 
Research that sets out to explore parents' views of problems on the playground 
limits what they might wish to say. It makes assumptions that this is what parents 
would be concerned with and, in a sense, creates a barrier to exploring more 
openly with parents. The focus on the difficulties that arise during lunchtime is 
perpetuating a view that such times present real difficulties and children are at 
risk. Perhaps such concerns about safety on the playground will be 
communicated in some way to the children and, in turn, impact on how they 
themselves view such issues. A child might, for instance, be more inclined to 
view a challenge about the rules of a game as intimidation, as opposed to an 
opportunity to engage in negotiation and compromise. 
Research that involves parents, and others, in problematising lunchtimes takes 
no account of the suggestion from White and Wilkinson (1986) to explore the key 
issue about the purpose of lunchtimes. It is possible that parents would have a 
view on what play is, and what the potential benefits of play at lunchtime would 
be. They might have a view on how supervision should be undertaken. Parents 
may also be able to offer ideas on strategies for enhancing lunchtime 
experiences for children, and thoughts on how parents and the community could 
support school initiatives. 
A review of the available literature confirms that many individual schools have 
actively sought parental views on lunchtime. A survey conducted in 2009 at a 
school in Lincolnshire asked for parent views on lunchtimes. The results 
suggested that parents felt children were generally happy at lunchtimes. Parents 
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expressed concern about bullying, aspects of lunchtime organisation and the 
available facilities. There was also some concern about the way that poor 
behaviour was managed. At another school in West Sussex a survey was 
conducted to gather parent views on wider school issues (2010). The results of 
this suggested parents held strong opinions on lunchtime arrangements and so 
the school plan to devise a dedicated lunchtime questionnaire for parents. 
As with the children's views, although important, parental views do not form an 
explicit part of this research, though may be referred to. Of interest is that, 
although some research has called for whole school involvement in playground 
initiatives, and seeking the views of all involved, actual research into this is 
limited, particularly in relation to parents. 
2.4.3 Views of Teachers 
There are some studies reported in the literature of the views of teachers some 
of which explicitly seek to discover teacher's views on the purpose of lunchtime. 
Sluckin (1981) asked teachers and children what they thought lunchtime was for. 
Both groups gave similar responses about getting a break, fresh air and 
exercise. With prompting the teachers went on to concede that children would 
also have an opportunity to advance their social skills. Sluckin's work yields two 
other particularly interesting points. Firstly the teachers said they did not have a 
clear idea of just what the children did when by themselves. Teachers said 
children's lunchtime world was more or less closed to adults. Sluckin's work did 
not examine how such barriers are created or sustained. Secondly, a general 
abhorrence towards playground duty was expressed with some admitting to 
taking notice to what was happening only when there was a problem. The 
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teachers seemed not to have realised that adults can facilitate play, enjoyment 
and learning at lunchtime. 
Other research on lunchtime interactions was conducted by Evans (1990) who 
described how children wanted to show or tell an adult something. Conversely 
adult initiated interactions were directive or punitive. Evans argues that this 
implies a lack of understanding of the crucial role lunchtime experiences have in 
children's development. The punitive and directive stance further demonstrates 
limited appreciation of the potentially enhancing role that adults could take. 
Evans (2001) extends this argument further by suggesting that essentially 
teachers do not understand the value of play. Evans proposes the decline in 
permission to engage in rough and tumble games as an illustration of teachers' 
lack of understanding. There is a concern that such play may escalate into real 
fights or be used as a vehicle for bullying. Contrary to this view research by 
Pellegrini (1987) and Smith and Boulton (1990) suggests it is unusual for play 
fights to lead to real fights. 
In summary, research that ~as looked into teacher's views on lunchtimes 
indicates that they are aware of the potential benefits of lunchtime experiences in 
children's development. Disconcertingly the research also implies a lack of 
understanding on the part of teachers for the role that they could have in 
ensuring children's lunchtime experiences are beneficial. Moreover, teachers 
have alluded to a children's lunchtime world that inexplicably excludes adults. 
This latter point is of particular significance in relation to this research study. It is 
not clear how the barrier that excludes adults is created. Perhaps there is 
something about the attitudes and subsequent behaviour of the supervising 
adults that helps to perpetuate an exclusive children's lunchtime world. 
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2.4.4 Views of Lunchtime Supervisors 
Given the possibility that the supervising adults may contribute to the creation of 
a children's lunchtime world it would be interesting to discover what the existing 
research literature claims to understand about supervisors' attitudes towards 
lunchtimes. 
Fell (1994) concedes that differences in values between supervisors and 
teachers can be a source of conflict. Consistent with this view, Ross and Ryan 
(1994) say that a positive ethos regarding the lunchtime depends upon shared 
values, as well as clear procedures. 
Blatchford and Sharp (1994) recognise that teachers' views about lunchtime 
behaviour is important but only partial, given that they are not responsible for 
lunchtime supervision. Blatchford (1989) had also suggested that a detailed 
study with supervisors was required. Some years later, Docking (1988) suggests 
teachers should, 'draw on the supervisor's unique experience and know/edge' 
(p123). Similarly, White and Wilkinson (1986) had recognised the importance of 
having some focus on supervisor expectations and their role. Fell (1994) argues 
that work with supervisors should start with their needs and feelings, as the low 
self-esteem of supervisors would have some bearing on how they fulfilled their 
role. 
It has therefore been asserted that the views of lunchtime supervisors should be 
sought yet surprisingly little is reported on supervisor views. Blatchford (1994) 
confirms research into supervisors' views has been neglected. When discussing 
supervision issues Blatchford and Sumpner (1998) explore the views of teaching 
staff, but do not involve supervisors. Similarly, in a study into children's views on 
playground games, Blatchford et al. (1998) invited children and teachers to 
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complete a questionnaire but did not include supervisors. Briggs, et al. (1995) 
call for, 'a whole school approach in conjunction with parents, pupils and all staff' 
(p38), but fail to give specific mention to lunchtime supervisors. 
Boulton (1996) also recognised that the attitudes of lunchtime supervisors have 
not generally been investigated. Boulton proposes that where people have a 
vested interest in a topic there is likely to be some harmony between their 
attitudes and their behaviours. This is consistent with my belief that the attitude 
of supervisors towards their role would influence the way that they supervise. In 
turn this may shape children's lunchtime experiences. 
One study which did explore supervisor views was reported by Ross and Ryan 
(1994). This revealed their concerns over safety, the dominance of football, and 
children being excluded from groups. The interviews also disclosed supervisors' 
feelings of low- status. Furthermore, supervisors identified a need for clear rules 
and support from staff. Supervisors were reported to also say that they did not 
consider themselves to be educationalists. The potential implication of this is that 
the opportunity for children to learn through play at lunchtime may not be 
facilitated by supervisors. 
Opportunity for exploring the views of supervisors might reasonably be provided 
through training courses. Sharp (1994) provides an overview of training 
opportunities for lunchtime supervisors but this indicates that the content of such 
courses does not explicitly address attitudes about lunchtimes. 
Docking (1988) suggests that joint meetings between teachers and supervisors 
could help to identify shared opinions but limits this to solving problems, rather 
than exploring their core beliefs about lunchtimes. Docking goes on to 
summarise the difficulties for supervisors in terms of five 'lacks'. These are: lack 
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of status; lack of role clarity; lack of training; lack of communication and lack of 
information. Whilst Docking is probably not apportioning blame for these lacks to 
the supervisors, this does nonetheless create a deficit picture. There is no 
parallel summary of the personal qualities or skills that a supervisor might bring 
to lunchtime, nor the organisational systems that might promote positive 
lunchtime experiences. 
In a later study into the management of lunchtimes at one schoollmich and 
Jefferies (1989) observed supervisors. The report of the study comments on 
supervisors' lack of consistent management skills. To improve lunchtime at the 
school Imich and Jefferies arranged meetings between supervisors and teaching 
staff to facilitate the sharing of views, directly about the organisational features 
that could be adapted. The intention of the intervention was to manage 
problems, rather than explore core attitudes and beliefs. 
There are a limited number of reports of the views of children, teachers and 
parents. Reports of supervisors' views are even fewer in number. Research into 
supervisors'views tends, on the whole, to be about identifying concerns. 
Docking (1988) talked of supervisors' unique experience and knowledge about 
lunchtimes. Presumably this might well go beyond the identification and 
resolution of problems. Supervisors' distinctive lunchtime experiences might 
have made it possible for them to formulate ideas about a wide range of 
lunchtime issues. The literature that exists however does not offer inSights into 
what supervisors think about lunchtimes or the role that they have. 
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2.5 Lunchtime as Co-constructed 
It is accepted that supervisors are an integral part of the school lunchtime. Earlier 
an account was given of a social constructivist perspective on lunchtime. This 
proposes that the lunchtime reality is constructed by how it can be understood 
given the cultural and social relationships specific to the school and lunchtime. It 
has been advocated that within this lunchtime reality supervisors' attitudes may 
be a factor in determining children's lunchtime experiences. There was also a 
tentative suggestion that children enjoy a lunchtime culture that is closed to 
adults. 
Lunchtimes involve children and lunchtime supervisors. They share the space, 
they share the time. They perhaps have some shared understandings of what 
lunchtimes are about, and what is expected. Thus, whilst children may control 
their play they may do so within certain confines. Therefore in reviewing the 
background literature the shared nature of the lunchtime context and how the 
different cultures of children and supervising adults might conflict, comp1ement or 
merge was explored. 
Our everyday interactions can often be taken for granted and their significance 
may be overlooked. Children experience lunchtime every day. Lunchtime 
presents the promise of attaining personal and group identification. The 
lunchtime culture may comprise forces that include and exclude. This culture is in 
part derived from adult choices, in part by children's choices, and in part by the 
combination of such factors. There are the additional influences of the media, 
marketing and weather. 
The restrictions on choices in play can be constructed by others. Children for 
example often engage in popular trends created by the media and marketing 
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(e.g. collecting Pokemon cards). A child's questions of 'What can I play today?' 
and 'Who can I be today?' are re-constructed by market forces. The questions 
are changed into: 'What should I play with today?'; 'Who should I be today?'. 
Other factors that restrict choice are timing and duration, which have some 
bearing on children's enjoyment and play at lunchtime (Pellegrini and Smith, 
1993). 
The forces of weather can have a significant impact on a child's emotional state. 
A feeling of cold can create feelings of misery for instance. Physical discomfit 
affects physical performance. Children may interpret being outside, particularly in 
poor weather, as giving messages of power or unfairness. 
Consistent with this, human experience is, I believe, constructed within specific 
social contexts and a collective sense is made, meanings negotiated and 
identities elaborated, through the process of social interaction between people. 
The quality of supervision provided and interactions between supervisors and 
children are important factors in children's behaviour. Certainly Brown and 
Burger (1984) had suggested that the children are in some way influenced by the 
attitudes of supervisors and moderate their use of the playground accordingly. 
For instance if supervisors are most concerned with ensuring a smooth dining 
routine rather than facilitating social interaction children may become more 
inclined to conform to routines and organisation rather than enjoying social 
lunchtime conversation. 
Lucas (1994) observed that there has been extensive discussion about play in 
general and play and bullying, but rarely about play at school. Likewise 
discussion about the overall impact of staff views and school ethos on play 
behaviour has been limited. An intervention to reduce aggression in school 
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reported by Leff, et al. (2004) was underpinned by three factors, better 
playground design, more age and gender appropriate activities being made 
available and empowering supervisors to better guide children's play behaviour. 
It is apparent however that there is limited knowledge about the interactions that 
take place between supervisors and children (Blatchford, 1994). Blatchford and 
Sumpner's (1998) longitudinal study of children's views identified the 'influence of 
parents and family on, for example, children's attitudes to aggressive behaviours. 
Blatchford and Sumpner's report neglected to comment on whether supervisors 
would similarly affect children's views. In acknowledging the social influences on 
choices that children make at lunchtimes Blatchford et al. (2003) advocate for 
more careful exploration of influencing factors within the shared interacting 
lunchtime context. 
Blatchford (1998) had observed that sociological and ethnographical research 
has tended to portray the relations between the two cultures of children and 
school as coexisting by virtue of collaboration between children and teachers. 
Pupils may not therefore like aspects of school but may collude with it to avoid 
conflict. Consistent with this: 
'The process by which children are socialised involves exposure to 
different adult worlds or different sets of taken for granted rules, which the 
children have to discover. They learn to behave appropriately with each 
other according to the rules of their own childhood culture, and they learn 
how to interact across cultures, according to varying sets of rules'. 
(Davies, 1982, p161) 
The argument then is that children's play is to some extent governed by adult 
choices, in that there is some collaboration between children and adults. There 
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are unspoken rules, some of which relate to children and others which relate to 
the adult world. Children discover these different sets of rules to govern their own 
behaviours. Brown (1993) concedes that the absence of direct adult supervision 
does not mean that children operate without constraint. He proposes instead that 
there are many interacting factors which influence children's behaviour. Play 
behaviour is a function of the relationship between the play environment and the 
playing child. 
The idea of adults having some impact on children's behaviours does not sit 
comfortably with notions as to what play is. Such notions centre on freedom with 
minimal adult interference. Ota et al. (1997) say play is a time when the child is in 
control and able to develop ideas away from the influence of adults. They say 
there are issues about place, relationships and secrecy. They claim rules are 
made and sustained by children. Further it is through play that emerging 
characteristics of freedom and autonomy develop. This is without the influence of 
the adult. Ota et al. describe this as a 'hidden curriculum'. Similarly, Davies 
(1982) declares that there is much that goes on between children that adults 
often do not know about. She says that the adult world is quite separate to the 
child world. Davies asserts that children interpret the world slightly differently 
from adults because they view it in their own terms; often referred to as the 
'culture of childhood'. Children develop a shared understanding between 
themselves, which will include knowledge about games and a repertoire of the 
acceptable behaviours and rules (Brown, 1993). Children spend time with other 
children and will formulate workable solutions based on similar perspectives that 
may be incommensurate with parent, teacher and supervisor perspectives. 
Davies professes that adults are only called into the world of the child when 
things become unmanageable. But Davies also goes on to discuss the extent of 
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the unquestionable power that adults have over children, which can impede 
children's agency. 
So on the one hand there is the idea of a 'hidden curriculum' to children's play 
that is free from adult interference but on the other hand there is the implication 
of some overlay of adult power. Furthermore, the idea of freedom in play and 
separateness from adults is perhaps a little too simplified. Children's play is not 
detached from what adults think, say and do. Davies (1982) embarked on a 
project to ask children about how the world looked to them. Children claimed to 
actively discover the interactional rules relevant to individual teachers. Alongside 
the teacher's agenda, the children pursued their own agendas, which related 
specifically to the culture of childhood (for instance having fun and interacting 
with each other). The children wanted adults to allow them sufficient freedom to 
pursue their own agendas. They also wanted adults to somehow communicate 
the rules to them. Davies was of the opinion children realised that, at school, 
'success' is based on capacity to cue into what the adults want. Children's 
culture therefore exists in parallel with, and complementary to, adult culture. 
If children are able to discover the teacher's agenda arguably it would be feasible 
for them to ascertain the supervisors' agenda also. 
Children's perceptions of supervisors were explored in studies reported by Imich 
and Jefferies (1989; 1994). Observations of supervisors were also carried out. 
Children perceived supervisors in different ways as 'naggers', 'unfair' or 'soft'. 
Conversely the supervisors reported that they faced insolence and rudeness. 
This illustrates differences between the adult and child agendas and their 
perceptions of the same situation. 
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Davies (1993) also talks about two attributes which she says are essential to 
identify: autonomy and agency. To achieve full human status children must 
achieve a sense of themselves as individuals with agency. Children must have 
the confidence to make choices about what they do. They must accept 
responsibility for these choices. The choices they make must be rational i.e. 
within the range of possibilities understood by the group. Thus if the adults are in 
some way creating the rules as to what that range of possibilities might be then 
they are impacting on the choices that the children make during lunchtimes. 
Adult interference may obstruct children's autonomy and agency. 
Further, Davies talks of the process of shaping the individual that is undertaken 
by others. Each person actively takes up the discourses through which they and 
others speak the world into existence as if they were their own. For example, 'Be 
a good boy now and play nicely'. The child may make connections between 
'boyness', 'goodness' and 'niceness'. In being asked to be good and nice, the 
implication is that the child isn't. Thus between them the adult and the child have 
constructed a reality that 'good boys play nicely', and he isn't one of the good 
boys. 
Through the review of the relevant background literature it is emerging that 
children may have some insights into supervisors' lunchtime agenda. Children 
may also be capable of pursuing their own agenda within this. It is possible too 
that together children and supervisors are responsible for shaping both individual 
identities and perceptions of lunchtimes more generally. For instance, a 
supervisor's agenda could be about personal convenience. As such the 
supervisor could have limited interest in developing children's social skills for 
example. The children may possibly therefore become unconcemed about their 
own social behaviour around that supervisor. Altematively if the supervisor 
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agenda is about being 'helpful' the children might go on to develop a belief that 
'helping' is a valued skill, which earns adult approval. 
Children and supervisors jOintly generate an understanding of the lunchtime 
reality. We all have our own stories to tell, to ourselves and others and it is 
through the language that we use in our stories that: 
t ••• what we say and the way in which we represent things to ourselves and 
to each other, will serve to maintain a status quo, or to bring about some 
change'. (Macready, 1997, p131). 
It is the stories that supervisors tell, using their own scripts, which would create, 
sustain or change the lunchtime culture. Children, parents and other school staff 
would all have their own lunchtime stories in addition. Supervisors are situated in 
the framework of a school. The lunchtime -is a context shared by all those who 
are part of the school. This presents a complex interacting system within which 
the different stories are likely to have some consistencies, differences and 
possibly even some direct conflict. 
Various studies have suggested that there are factors which directly influence 
how children make use of the time that they have on the playground. Boulton 
(1996) suggests that supervisors' attitudes towards playful fighting determines 
their actual behaviour towards children engaged in play fighting. Blatchford, 
Creeser and Mooney (1990) pose a question about aI/owing the creation of a 
confrontational moral code at lunchtime. This code may run counter to the spirit 
of co-operation and tolerance many teachers strive to encourage in the 
classroom. In using the word aI/owing Blatchford, et al. is implying that it is adults 
who in some way bestow 'permission' for children to behave aggressively. 
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Commenting on learning generally, Rudduck and Flutter (2000) identify the 
necessary conditions of regimes, organisations, relationships, respect, fairness, 
authority and support to develop a sense of self as a learner. In terms of the 
children reading the supervisors' agenda it is important to consider how 
supervisors' views might promote or conversely set up barriers to such 
conditionsfor learning. 
Obviously the views and the agendas of lunchtime supervisors would not be the 
sole influencing factor on children's lunchtime experiences. However, as Sharp 
(1994) confirms, supervisors are a part of an interacting system. This system 
reflects the collective attitudes and values of the school, the community and the 
wider social and political context. The attitude of supervisors should therefore to 
be considered in context. Supervisors are situated in a school framework of 
lunchtimes being about supervision, managing behaviour and the efficient 
organisation of lunch. This is systematically built into and spoken about through 
everyday routines and the structure of school life. 
The background literature is therefore suggesting that supervisors are part of a 
complex interacting system. Within the shared lunchtime context experience is 
constructed and a collective sense of the lunchtime culture is developed. 
Children's lunchtime culture exists in parallel with adult culture. Different child 
and supervisor agendas will be followed to perpetuate these cultures. There may 
be some consensus, consistency and conflict between these agendas. It is 
conceivable that the supervisors' agenda will have some impression on 
children's lunchtime experiences. The background literature however provides 
very limited information as to what those supervisor agendas might be and how 
they are conceived. 
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2.6 Summary of the Review of the Background Literature 
This research study is about exploring the collective lunchtime story of a group of 
supervisors. This chapter has presented the background literature relevant to this 
research study. This has included the value of lunchtime play opportunities. 
Supervision arrangements and lunchtime difficulties have been outlined. Some of 
the existing research into lunchtimes (Docking, 1988 and Blatchford, 1989, for 
instance) suggests that the views of everybody involved in school lunchtimes 
should be sought to inform lunchtime improvements. Therefore research into the 
views of children, parents, teachers and supervisors was reviewed. It transpired 
that such research is generally limited. Particularly restricted was research into 
the views of lunchtime supervisors. It emerged that the lunchtime context is 
shared and that potentially supervising adults might influence children's 
lunchtime play. To summarise: 
• Opportunities to play at lunchtime have the potential to benefit children's 
physical skills, their social development and their readiness for learning. 
Children also learn through play. Play is both about enjoying childhood today, 
and preparation for the future. 
• Children's experiences at play and lunchtimes are sometimes positive, 
challenging or distressing. 
• Research that has considered lunchtime issues has had significant focus on 
problems. 
• Working together, at a whole school level, might be a good way to improve 
children's experiences at lunchtime. 
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• As a part of this, seeking the views of each group of individuals would be 
helpful. Crucially, this should include lunchtime supervisors. 
• Research into the views of children, parents and teachers is limited. 
Research into the views of lunchtime supervisors is particularly restricted, 
despite appreciation that they have unique experiences and knowledge. 
• Within an interacting system, children and supervisors share the lunchtime 
context. They each have agendas to follow and stories to tell. The story of 
one may shape the story of another. The different stories together construct 
an understanding about lunchtime. 
This literature review has provided a compelling argument for the need for 
research that aims to explore the views of lunchtime supervisors to enhance 
understanding of their lunchtime story. 
The next chapter will set out the aim of the research. It will also outline the 
research methodology which will be used. 
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Chapter 3 
Methods, Methodological Rationale and Research Issues 
3.1 Introduction 
This chapter is sub-divided into sections: 
• 3.2 Aim of the research study. 
• 3.3 Provides an outline of the methods that I propose to adopt to conduct 
research to explore the views of lunchtime supervisors. 
• 3.4 An explanation will be given of the underlying methodological rationale. 
• 3.5 Significant research issues will be considered. 
• 3.6 The ethical issues relevant to this research will be explored. 
• 3.7 To situate the researcher in the research process reflexivity will be 
explained. 
3.2 Aim of the research 
In Chapter 1 I described the background to my interest in the area of lunchtimes 
generally and supervisors' views in particular. Chapter 2 considered some of the 
existing literature that is relevant. In both chapters I have stated that the present 
research study is interested in exploring lunchtime supervisors' story of 
lunchtime. It is now appropriate to clarify the aim and scope of the study more 
precisely .. 
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The aim of the research is to offer a dhique insight into the lunchtime story of a 
group of lunchtime supervisors. This will be achieved primarily through semi-
structured group interviews with one group of supervisors from one primary 
school to discover their collective lunchtime story. An understanding of their 
lunchtime story will be accomplished by way of analysis. Through an analysis of 
the interviews I hope to be able to understand and interpret the themes within 
that story. I will consider the results of the analysis alongside my personal 
lunchtime story and the existing literature. 
The methods that will be adopted will now be outlined followed by the rationale 
for the methodology. 
3.3 Methods of Inquiry Adopted 
3.3.1 Introduction 
The aim of this research is to discover supervisors' lunchtime story. To explore 
this research will be undertaken as a case study. Supervisors from one primary 
school will be interviewed as a group. An observation will also be conducted at 
lunchtime to promote a shared understanding of the lunchtime context. In this 
section I will justify these methods. 
3.3.2 Case Study 
The research is not concerned with offering a numerical account of for example, 
the frequency of expressed views or a frequency count of themes. Lunchtime 
supervisors are situated in the framework of a school. This context is shared by 
all those who are a part of that school. Supervisors are a part of a complex 
interacting lunchtime system. 
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This study is a 'real-world' small-scale investigation that brings the research to 
life. It recognises the complexity of the situation under scrutiny. It is what 
Edwards and Talbot (1994) refer to as inductive - reflecting a tentative approach 
to theory and openness to the data that is gathered. Therefore, if the aim is to 
explore the supervisors' story, it will be important to do so whilst taking account 
of the context and the interactions that take place within it. To do this, research 
would need to focus on one context, i.e. one school. The case study may raise 
questions about significance, but in discussing statistical significance, Robson 
(2002), suggests that small numbers can still be valid. Moreover, the aim is to 
seek data that provide a 'well-grounded, rich description and explanation of 
processes occurring in local contexts' (Miles and Huberman, 1984, p15). This 
research seeks to achieve a rich description of the lunchtime context from the 
supervisors' perspective. The research is not about comparing the stories of 
different groups of supervisors. It is concerned with appreciating the story that 
one group of supervisors may choose to share. 
Further, Cohen and Manion (2000) recognise the strength of a case study, 
arguing that it can be strong in reality. Further, the case study provides an 
opportunity to probe deeply, to capture and portray the world as it appears to 
those in it. Relevant to this research, the case study reflects the complexity of the 
lunchtime culture and permits an exploration of aspects of the understanding 
about lunchtimes that supervisors may have developed. 
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3.3.3 Focus Group Interviews 
To enable supervisors to share their lunchtime story various methods were 
considered. 
A questionnaire was considered to be too impersonal. Rapport and relationships 
could not be developed. Using a questionnaire would also have excluded the 
possibility of probing views more deeply. The inability to gain collective views and 
for supervisors to challenge each other would have been an additional shortfall. 
Dey (1993) confirms that the snapshot survey does not readily provide an 
adequate basis for the interpretation and explanation of the intsractions and 
interconnections that govern social actions. Thus a questionnaire would prohibit 
the opportunity to investigate the complex interactions that take place within the 
lunchtime context. 
In her work, Davies (1989) takes account of the common sense knowledge we 
have of everyday life. Additionally, Mattingly (1991) asserts that talking is a 
natural activity. Based on my previous experiences I made an informed 
assumption that supervisors would feel comfortable talking about lunchtimes. 
Thus I considered that a method that required supervisors to talk about their 
daily experiences at lunchtime would be appropriate. 
Bell (1993) and Robson (2002) suggest that the interview is particularly 
advantageous when opinions are sought as this allows for greater depth of 
exploration. An interview helps to identify values, preferences, attitudes and 
beliefs. Interview, as with other qualitative approaches, relies on participants 
being articulate with some ability to generate shared meanings with the 
researcher. Previous work with supervisors that I have undertaken confirmed that 
supervisors would be able to express their views. 
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Further, Ahmed (1999) says that sensitivity is required to avoid using research 
methods that might reinforce particular issues. In this case I wished to avoid 
methods that perpetuated the view that supervisors lacked skills, had low status 
and were powerless. Interviews are a useful method of inquiry for sensitive 
issues, exploring feelings and experiences. They can be flexible and regard the 
interviewee as a person in a special position 'to know'. This appealed as it would 
be an opportunity to demonstrate respect for the privileged position that 
supervisors hold at school. 
Bell (1993) warns about the dangers of bias developing in an interviewer who 
becomes interested in seeking out evidence to support their preconceived 
notions. This was taken as a clear steer to facilitate supervisors to lead the 
direction of the interview. A semi-structured conversation avoids overly guiding 
the interview in a way that could close off new areas of discovery. The less 
formalised interview structure permits a reactive approach, involving 
conversation and interaction that is not quite natural (because it 'is a research 
interview) but may be akin to normal conversations that the group may have in 
their daily practice. This would be beneficial to the present study in terms of 
eliciting the supervisors' authentic individual and collective views. 
Hence a semi-structured interview was considered to be the most appropriate 
method to elicit the supervisors' story. The intention of the interview was create a 
normal conversation in such a way as to allow the supervisors to talk candidly 
about their views and feelings on the subject of lunchtimes to enable them to 
share their collective story. It was hoped that the interview would be sensitive to 
issues of power and status between the supervisors and researcher. 
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Story telling is a natural way we represent our experiences (Mattingly, 1991). 
Different people will tell different stories about the same situation. This research 
was conducted at one school and supervisors were interviewed as a group. My 
experience of group interviews suggests they encourage a sense of 
collaboration. As such the group interview would facilitate the telling of different 
stories about the same lunchtime situations because the supervisors work at the 
same school. 
Focus groups can empower individuals and this sits comfortably with the 
intention to respect and enhance the skills and status of lunchtime supervisors. 
Focus groups are a 'contextual' method in that they avoid concentrating on the 
individual devoid of social context. This is in harmony with the underlying social 
constructionist orientation of this study. Furthermore focus groups are relatively 
non-hierarchical as the power shifts from the interviewer to the participants 
(Wilkinson, 1999). 
Within the background literature there is debate about whether or not partiCipants 
in a focus group should know each other. Pre-existing relationships may be 
prone to continuing patterns of behaviours and leadership in the group. 
Conversely, unfamiliarity might encourage more honest and spontaneous 
expression of views. However, interviewing with individuals who know each other 
means they are able to relate to comments that are made, and may be more able 
to challenge one another (Rabiee, 2004). 
A focus group provides direct evidence about similarities and differences in 
individual opinions and experiences but these will not be in detail. A strength of a 
focus group lies in the opportunity for access to the collective view. It is 
appreciated that in attempting to understand the supervisors' views as the 
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accumulation of the individual views this research could be criticised for 
reductionism (Watts and Ebutt, 1987). However, it is the interactions between 
supervisors and their individual differences and the similarities that create the 
story of the lunchtime culture. 
Focus groups place a special value on the collective view rather than the 
aggregate view. 
' ... the hallmark of focus groups is their explicit use of group interaction to 
produce data and insights that would be less accessible without the 
interaction found in a group'. (Morgan, 1997, p 2). 
Moreover the strength of focus groups is in the liveliness, complexity and 
unpredictability of the talk (Myers and Macnaghten, 1999). 
Thus, the decision was taken to conduct a focus group interview, in that there 
was a reliance on the interaction within the group and this was considered to be 
an integral part of the research study. 
The number of focus group participants generally suggested is from 6 to 8 
(Rabiee, 2004). The number of supervisors in this research would be five as 
dictated by circumstances (five supervisors being employed by the school). 
Prior experience of working with supervisors and information gathered during a 
preliminary study (which will be discussed later) suggested that one or two 
interviews would be sufficient to explore the supervisors' collective lunchtime 
story. For this study two interviews with the same group of supervisors were 
considered to be appropriate to ensure that supervisors had ample time to share 
their views and their story. It was also considered that a second interview would 
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permit further exploration of any specific issues that had been raised in the first 
interview. 
The prime concern was for the supervisors to have a sense of ownership of the 
interview. Open-ended questions to explore different themes were prepared prior 
to interview but the intention was for supervisors to take control of the direction of 
the conversation. The interview questions were based on prior experience of 
working with supervisors and information gathered during the preliminary study. 
3.3.4 Data Recording 
For ease of use, dependability and clarity of digital sound a SonyTM mini disk 
recorder was used for recording the interviews. This is unobtrusive and requires 
no further input after the initial set up. This allowed me to be an active listener 
during the interview (rather than referring to a checklist or coding scheme for 
instance). The interview discs were later transcribed. Transcribing the interviews 
took time but the disc recording retained supervisors' actual words. 
3.3.5 Observation 
As with questionnaires, a reliance on observation would have made it difficult to 
establish rapport. Observation was considered to be potentially intrusive. 
Observation was also considered to be insufficiently collaborative. Observation 
could have provided a description of my understanding of what happened during 
the lunchtime but this may not have been a construction shared by the 
supervisors. In addition a description of lunchtime events would not have elicited 
the views of the supervisors. 
However an observation at lunchtime was undertaken. This enabled me to draw 
on direct evidence, gathered from a natural setting (Denscombe, 1998) to 
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promote an understanding of the lunchtime context in that particular school. 
Whilst observation would not directly access the views of supervisors it would 
provide a joint reference for the interview conversation. 
Due to experience I am confident observing at lunchtime. Similarly I have 
. confidence in the sensitive management of children during observation. It is 
accepted that as an observer my presence may well have altered the children's 
play and behaviour. Equally by observing the supervisors their behaviour may 
also have changed. To some extent this did not matter as it was not what 
supervisors did or did not do that was being researched. The purpose of the 
observation was to enrich my understanding of the lunchtime context. The 
lunchtime observation also permitted the generation of questions for the second 
interview that were individually tailored to that particular school and the 
supervisors. This would enhance the exploration of the supervisors' lunchtime 
story. 
3.3.6 Preliminary study 
Having decided on the research design a preliminary study was undertaken at 
School A (the main study being carried out at School B). This preliminary study 
provided an opportunity to reflect on how a semi-structured focus group interview 
would facilitate supervisors in telling their lunchtime story. This study also 
provided an opportunity to rehearse a focus group interview. Data generated 
from the preliminary study was not used in the analysis of data gathered from the 
main study. 
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3.3.7 Summary of Research Methods 
The study was completed at one school, with all five lunchtime supervisors. The 
primary means of data collection was two semi-structured supervisor focus group 
interviews. Following the first interview but prior to the second interview a 
lunchtime observation was conducted to enhance my understanding of the 
lunchtime context and to provide a shared reference. A preliminary study was 
undertaken at a different school to trial a focus group interview. 
The research design is illustrated in the following figure (Figure 2). 
Figure 2: Flow chart of the research methods 
Preliminary Study 
Trial of semi-structured focus group interview (School A) 
(NOVem~r 2005) 
Main Study 
Case study of one school (School 8) 
First semi-structured focus group 
interview with all five supervisors at main 
study school (8 March 2006) 
+ 
Observation at lunchtime at main study school with 
all five supervisors present (22 March 2006) 
~ 
Second semi-structured focus group interview with all five 
supervisors at main study school (24 March 2006) 
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3.4 Methodological Rationale 
3.4.1 Introduction 
The preceding section detailed the methods that would be used to conduct the 
research to explore the supervisors' story of lunchtime. This part will detail the 
methodology that shaped the research. It will explain how Interpretative 
Phenomenological Analysis (IPA) will accomplish the key aim of this research to 
explore the supervisors' story of lunchtime. Limitations of IPA will be also 
discussed. 
3.4.2 Methodological Rationale 
Based on my story about lunchtime and a review of the existing literature the 
idea gradually evolved that the research would be about discovering a lunchtime 
story as told by a group of supervisors. This would not be concerned with 
measurement and statistical analysis. The research will instead aim to explore, 
interpret and understand the supervisors' lunchtime story. The intention of the 
research is to articulate something in detail about the perceptions and 
understandings of supervisors. 
This research is informed by the qualitative research paradigm, which is 
concerned with how the individual constructs reality and gives importance to the 
way people feel and experience their world. The underlying philosophy of 
qualitative research stems from the interpretative paradigm (Willig, 2001) in 
which the researcher becomes the main instrument for data collection. The 
researcher becomes immersed in the data and in the interpretation of 
participants' words. Qualitative research allows for a 'deeper understanding of 
social phenomena and their dynamics'. (Attride-Stirling, 1993, cited in Teasdale, 
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et aI., p385). It is an inductive approach (Le. 'bottom up' rather than 'top down') 
and engages with a research question that is at an idiographic level. This 
research is phenomenological in that supervisors' 'lived in' experience is coupled 
with a subjective and reflective process in which inferences may be cautiously 
made. The intention is to develop a meaningful and adequate account of the 
view of supervisors. 
Phenomenology, first put forward in 1936, originated with Husserl's attempts to 
construct a philosophical science of consciousness. Husserl rejected the view 
that empirical science is the basis for achieving an understanding of the world, 
stressing instead the importance of 'life world or lived experience' (quoted in 
Fade, 2004, p647). It is a perspective that seeks to overcome the 
objective/subjective dualism. It draws attention to the ways in which our 
conscious relation to the world is neither subjective (of the mind) nor a simple 
consequence of objective reality. This is fundamentally the theoretical basis of 
this research which aims to explore the subjective views of supervisors, whilst 
taking account of aspects of objective reality as gathered during the observation 
at lunchtime. 
Interpretative phenomenology is an approach to research that is informed by this 
philosophical stance. It studies the participant's perspectives of their world, 
attempts to qualitatively describe the content and structure of this, and explicate 
essential meanings. 
3.4.3 Interpretative Phenomenological Analysis 
In trying to discover the supervisors' story analysis of the complex data gathered 
through the group interviews presents a challenge. The process of qualitative 
analysis aims to bring meaning to a situation rather than search for truth (Rabiee, 
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2004). This research is about exploring the supervisors' lunchtime experiences 
and views and the analysis will seek to extrapolate the essential meanings of 
these. The comments of the group, not the individual, must be the fundamental 
unit of analysis (Morgan, 1997). The reality of the whole must be considered 
alongside the context and its parts (Denscombe, 1998). This takes account of 
supervisors being a part of a complex interacting system. The interactions 
between the group of supervisors will generate the supervisors' collective 
lunchtime story. 
Dey (1993) stresses that research data needs rigorous and logical procedures. 
Text from the less structured interviews may present difficulty in the analysis of 
the data. There will be many on the spot intuitive analytic decisions made during 
the interviews but analysis will not rely on impressions and intuitions. The 
analysis will be advanced through certain key features: 
• Interpretation - by the researcher; 
• Transparency - supported by examples from the data; 
• Plausibility - it should make sense. 
In this case, when analysing the interviews, the intention is to try to understand 
how supervisors make sense of their lunchtime experiences. Analysis needs to 
be about supervisors' perceptions or accounts of the lunchtime experience as 
opposed to attempting to produce an objective record of the lunchtime itself. 
Thus the research has a phenomenological facet. However, I appreciate that 
whilst trying to get close to supervisors' experiences it would not be possible to 
do this directly or completely. Access is dependent on my personal conceptions, 
which are required to make sense of supervisors' experiences, through a 
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process of interpretative activity. Also, the process of analysis should protect that 
rich account given during interview. 
In exploring methodology, I reviewed grounded theory and discourse analysis 
but neither 'felt quite right'. Interpretative Phenomenological Analysis (IPA), 
founded by Jonathan Smith, however seemed to fit with my theoretical 
assumptions about how the supervisors would construct their understanding of 
their lunchtime experiences through their perception of certain cultural and social 
relationships. IPA does not intend to develop an inductively derived theory such 
as grounded theory. Moreover it does not set out to show how certain discourses 
are used to achieve particular effects in specific contexts as in discourse 
analysis. The interpretative philosophy holds that the nature of knowledge is 
subjective. Adopting an interpretive and phenomenological stance to the analysis 
of the data would give freedom to recognise and value my interpretation of the 
supervisors' experiences. Further I felt that IPA would enable me to take account 
of the supervisors' feelings and their perceptions of their skills and experiences. 
Moreover, I thought that IPA would permit me to consider these factors within the 
wider social context of lunchtime in school. 
Phenomenological research characteristically starts with concrete descriptions of 
lived situations, often first-person accounts, using everyday language and 
avoiding abstract intellectual generalisations. The researcher proceeds by 
reflectively analysing these descriptions, perhaps ideographically at first, then by 
offering a synthesised account (for example, identifying general themes about 
the essence of the phenomenon). Importantly, the phenomenological researcher 
aims to go beyond surface or explicit meanings to read between the lines so as 
to access implicit dimensions and intuitions. This approach embraces our 
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embedded ness in the world of language and social relationships and values the 
process of interpretation. 
Furthermore, an assumption of IPA is that it is not possible to gain direct access 
to a research participant's life world. The aim however is to explore experience 
from the participant's perspective, whilst recognising that such an exploration 
must implicate the researcher's own views of the world, as well as the nature of 
the interaction between the researcher and participant. Thus phenomenological 
analysis is always an interpretation of the participant's experience. IPA is a 
qualitative method of analysis with a phenomenological emphasis on experience. 
It recognises that meaning is first constructed jointly by partiCipant and 
researcher during data collection. IPA embraces the subsequent interpretive role 
of the researcher during the data analysis (Larkin, et aI., 2006). Smith, Jarman 
and Osborn (1999) argue that IPA recognises that the research exercise is a 
dynamic process. The aim of IPA is to explore the detail of the participants' view 
of something, whilst the researcher attempts to make sense of that other 
personal world through a process of interpretative activity. 
There is some common ground with grounded theory, in terms of IPA's inductive 
approach. However, IPA is forthright about the conceptions that the researcher 
brings to the data (Larkin, et al., 2006). This is a Significant facet to this study. In 
grounded theory data is driven with a heavy reliance on the emergence of 
themes whilst IPA is more interpretative. The basic process of IPA is to move 
from the particular to the general. It begins with descriptive and experiential 
coding. The analysis then moves towards the development of themes which 
allow for a more interpretative and contextual account. Ultimately I was 
concerned that grounded theory may have limited my understanding of the 
supervisors' lunchtime story to an account of lunchtime experiences and the 
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social processes. By contrast IPA is more concerned with gaining a better 
understanding of the quality and texture of individual experiences, that is, the 
nature or essences of the supervisors' lunchtime experiences. Thus, unlike 
grounded theory, IPA would give an account of the supervisors' lunchtime 
experiences.and the social processes whilst also giving insight into the 
supervisors' psychological world. 
A commonality between discourse analysis and IPA is the interpretative focus on 
context and language. Discourse analysis and IPA share a commitment to the 
importance of language and qualitative analysis but differ in their perception of 
the status of cognition. (Smith, Jarman and Osborn, 1999).'Discourse analysis is 
generally sceptical of the possibility of mapping verbal reports on to underlying 
cognitions' (Chapman and Smith, 2002, p126). Furthermore, discourse analysis 
suggests that we should not infer about the psychological state or intentions of 
the people who produced it (Reid, et aI., 2005). IPA by contrast is concerned with 
cognitions, that is, with understanding what the respondent thinks or believes 
about the topic. Thus IPA, while recognising that a person's thoughts are not 
transparently obvious from the interview transcript, involves a process in order to 
be able to say something about that thinking. IPA is concerned with language 
use and cognition and affect. Smith (1996) has developed IPA from a broad base 
of theoretical influences. IPA for· instance shares with cognitive psychology and 
social cognition a central concern with unravelling the relationship between what 
people think (cognition), say (account) and do (behaviour), (Smith and Eatough, 
2006). Analysis through IPA permits the researcher to make some manner of 
inferences about people's experiences on the basis of what they say. These 
inferences might be cautious because IPA recognises that the constructionist 
focus on language does demonstrate that alternative versions of stories are 
64 
always possible. Essentially the inductive and iterative procedures of IPA are 
intended to gain a third-person perspective i.e. the researcher's view of someone 
else's experience - an 'insider's perspective' on the participants world as 
reconstructed by the researcher (Reid, et aI., 2005). As such I considered that, 
unlike grounded theory or discourse analysis, IPA would permit me to make 
cautious inferences about the supervisors' understanding of their experiences 
and feelings about lunchtime based on what they said. Through analysis I would 
aim to explore the relationship between what they thought, said and did. 
In essence, the theoretical underpinnings of IPA are: 
• Phenomenology 
In that it has a focus on the lived experience of the participant. The aim of this 
research is to focus on supervisors' daily lunchtime experiences. 
• Ideography 
Involving the detailed analysis of elements of the subjective experience of the 
social world. 
• Hermeneutic inquiry 
The meanings which individuals ascribe to events are central, but those 
meanings are only obtained through a process of social engagement and a 
process of interpretation. It is about interpreting and being empathic towards 
supervisors' identity. It involves questioning and being critical. 
• Double hermeneutic 
Interpretation of the participant's experiences depends on, and is complicated by, 
the researcher's own conceptions. 
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'The participants are trying to make sense of their world; the researcher is 
trying to make sense of the participants trying to make sense of their 
world'. (Smith and Osborn, 2003, p51). 
This is particularly pertinent given the researcher's prior experience and interest 
in the area of lunchtimes. 
Hence, IPA has been selected over both grounded theory and discourse analysis 
as its sole purpose is to unravel the meanings of experiences in a systematic and 
detailed way (Smith 1999). It aims for fresh, complex, rich descriptions of a 
phenomenon as it is concretely lived. In using a phenomenological approach to 
the analysis it will be possible to be descriptive but also to unravel relationships 
between the supervisors' and the lunchtime context within the wider school 
context. Also, it will be possible to explore the supervisors' psychological world 
and disclose the essences or structures of meaning they hold. This idiographic 
and inductive method, which seeks to explore participants' personal lived 
experiences, is phenomenological in its concern for individuals' perceptions. 
However, identifying more strongly with hermeneutic traditions, it recognises the 
central role played by the researcher. IPA encourages an open 
phenomenological attitude that refrains from imposing external frameworks and 
sets aside judgements about the 'realness' of the phenomenon. 
3.4.4IPA. Case Studies and Focus Groups 
IPA is particularly suited to a number of individual interviews. This research 
involves a case study focus group and two interviews. There are five participants 
in this research but the data is being managed as a single unit. Smith (2008, 
internet posting) encourages research to be conducted on samples of between 
1- 6. This, he argues, allows for an emphasis on a detailed examination and 
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insightful hermeneutics of the participant's lived experience. Smith considers 
though that engagement with the data, internal coherence, rigour, 
persuasiveness and commitment are more important than sample size. The 
outcomes may not be absolutes but rather transferable insights. 
As this is a case study it will not be possible to do cross-interview comparisons to 
look for commonalities, but IPA is still an appropriate means of analysing the 
data. 
'IPA is a strongly idiographic approach concerned with detailed analysis of 
the case, either as an end in itself or before moving on to similarly detailed 
analysis of other cases'. (www.psyc.bbk.ac.uk). 
Further justification for conducting IPA on a case study can be found in Smith's 
discussion of the development and contribution of IPA in qualitative research in 
psychology. 
'It is possible to push the idiographic logic further and conduct an IPA 
analysis on a single case and I think such work is important in clearly 
marking a place for the significant contribution of the case in its own right' 
(Smith, 2004, p42). 
Indeed accounts of various studies detaillPA being carried out with case studies, 
(for example Bramley and Eatough, 2005; de Visser and Smith, 2006). 
IPA had traditionally developed as an approach commi.tted to the detailed 
exploration of personal experience. Smith (2004) is therefore a little cautious 
over its use with focus groups. This is not ruled out however, with Smith 
declaring focus groups to be 'another area ripe for exploration' (Smith, 2004, 
p50). This view is substantiated by de Visser and McDonald (2007) who point out 
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that in using IPA with pairs it allows for exploration of the identity of couples. 
Similarly Majors (2007, posted on IPA internet forum) explained that working with 
pairs takes account of interchanges and discussion. Moreover, Brocki and 
Wearden (2006) conducted a systematic review of papers which had employed 
IPA. They noted that a number of studies used focus groups. Brocki and 
Wearden suggested that it was possible that the same accounts for neutral 
topics, such as service provision (as opposed to mor~ personal matters), would 
have been given if participants had been interviewed individually, or as part of a 
group. As with the case study, IPA has previously been used with other focus 
group research (for instance Smith et aI., 1999; Rabiee 2004; Fade, 2004; 
Vandrevala, et aI., 2005; Jordan, et aI., 2007; de Visser and McDonald 2007). In 
their paper on using IPA to explore experience of living with a visible facial 
disfigurement, O'Dell and Prior (2009) argue that interviewing parents and child 
together allowed both participants to interject, comment and add information 
such that rich and detailed interviews were achieved. 
Smith (2004) suggests that when analysing the interview transcripts this could be 
done at two levels. Initially this would be with individual responses (if there is a 
confidence that individuals have been able to freely express their views). 
Analysis at a group level could then follow. However, I would argue that in this 
study analysing individual comments, rather than the group comments, would 
have detracted from the core underpinnings of this research. This research is 
about the shared nature and the joint experiences of supervisors. 
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3.4.5 Limitations of IPA 
Whilst IPA is considered to be the most appropriate way of considering the 
interview data in this study, potential weaknesses or limitations of this approach 
need to be considered also. 
It might be argued for instance that analysis cannot be both phenomenological 
and interpretive. However Fade (2004) persuades that it is phenomenological in 
that IPA seeks an insider's perception of the lived experience. It is also 
interpretive in that it acknowledges the researcher's personal beliefs and 
embraces the view that understanding requires interpretation. Influences on the 
researcher's views have already been revealed. Reflexivity will be discussed in 
more detail later (Chapter 3, section 3.7.2). 
Willig (2001) suggests that the main problem with IPA is that it romanticises 
'experience'. Willig also argues that if there is intended to be a distinction 
between 'experience' and 'cognition', this distinction is insufficiently theorised. 
However, Smith, et al. (1999) argues that individuals hold a set of cognitions 
(ideas, beliefs, expectations, etc.) which they use to make sense of the world and 
to act in the world. As with IPA, this study is about the reality as supervisors 
perceive it to be. It is interested in how they engage with the context of 
lunchtime. The research is not concerned with why such experiences take place. 
IPA assumes that people's interpretations are bound up with social interactions 
and processes, just as supervisors are part of the complex interacting context of 
the lunchtime at school. 
Willig counters that direct access to someone else's experiences is not possible 
but IPA does not claim that it is. IPA accesses an account of others' experiences, 
and tries to make sense of these. 
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Another potential limitation to IPA is that language is the means by which 
participants communicate their views. This research assumes that language 
provides supervisors with the necessary tools to capture their experiences. It is 
relying on the representational validity of language. However, it is possible that it 
is language that actually constructs, rather than describes, reality as the same 
event might be described in different ways. Using the focus group approach will, 
to some extent, address this, because supervisors will be able to give different 
accounts and perspectives on the same issues. 
3.4.6 Summary of Methodological Rationale 
In drawing together the influences on me, as a researcher (as detailed in 
Chapter 1) and the theoretical underpinnings of the methodology and data 
analysis, what I intended to do in this research was: 
• Understand and reflect on my perspective; 
• Account for and be sensitive to context; . 
• Give supervisors the opportunity to share their lunchtime story; 
• Adopt an open-ended stance on the data collection and analysis; 
• Create a balance between description and interpretation of the data; 
• Focus on the meaning - not accuracy; 
• Offer a transparent analysis (IPA stages that are grounded in verbatim 
examples) that will focus on meaning; 
• Present a plausible and meaningful account of the supervisors' lunchtime 
story. 
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3.5 Research Issues 
3.5.1 Introduction 
Thus far I have established that lunchtime supervisors are an integral part of 
lunchtimes, and of children's lunchtime experiences. However, there is a paucity 
of information on supervisors' views on lunchtime. This particular research 
intends to explore the views of a group of supervisors to gain an insight into their 
lunchtime story. Consistent with Denscombe's (1998) suggestion, this research 
aims to be competent. To demonstrate competency explicit account will be given 
of how the research was undertaken. The researcher's self will be recognised as 
an influence (and reflexivity is a prominent feature of this research). The 
conclusions of the research will seek to do justice to the complexity of the 
phenomenon being investigated. In the following section equally important 
research issues will be scrutinized. 
3.5.2 Validity 
This is a qualitative study. In response to some criticisms of validity Maxwell 
(1992) counters this saying that the existing categories of validity are based on 
underlying positivist assumptions about quantitative and experimental research. 
This is a view endorsed by Smith (1996), who asserts that qualitative and 
quantitative research have different epistemological priorities and commitments. 
Validity should not necessarily be about the specific research techniques, but 
should be about its relationship to those things that it is intended to be an 
account of. Maxwell proposes an account of validity that makes explicit the 
common-sense conceptual structure that is implicit in much of the qualitative 
research. The core categories that Maxwell uses will be applied to this study. 
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• Descriptive Validity. The account provided will be factual and accurately 
reported, without intended distortion. 
• Interpretive Validity. Interpretation of the lunchtime supervisors' perspectives 
will rely on their words and concepts. There will be opportunity to probe for 
meaning and understanding. 
• Theoretical Validity. The approach to the research has had regard to 
theoretical constructs. Furthermore the outcomes of the research may lead to 
a conceptual framework which lends some theoretical validity. 
• Generalisation. There is one school in this study. However I will endeavour to 
be rigorous and systematic so that some fuzzy generalisations may be made, 
which are neither likely to be true in every case, nor likely to be untrue in 
every case (Bassey, 1999). Arguably it is feasible that theoretical 
generalisations may be applicable to other contexts (Gomm, 2004). Further, 
the research methods and analysis process could be transferred to another 
setting. 
Ultimately the issue about validity concerns 'face validity' (Brown and Dowling, 
1998), which is about whether the research captured what it intended to capture. 
The research is situation specific and as such can provide relevant information 
specific to that situation. However such information is inevitably at risk of bias. 
There may be some subject bias, for example supervisors may seek to please. 
There will be some aspects of what supervisors say that I would have no way of 
corroborating. This is not a significant concern as the research is not about 
searching for the facts about lunchtimes. There may also be some researcher 
bias (for instance misinterpretation of what is said, observed or analysed). A 
willingness to adopt a reflective stance may minimise researcher bias. 
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3.5.3 Transparency 
Transparency is provided through excerpts of raw data, in the form of verbatim 
quotations, alongside my accounts of them. This allows the reader to make a 
'validity check' between the data and the researcher's account. 
3.5.4 Trustworthiness 
The aim of the research is to present a convincing account of the supervisors' 
lunchtime story. In completing the research and presenting the results I hope to 
demonstrate commitment and rigour. I will endeavour to be sensitive to the 
context. 
3.5.5 Triangulation 
Triangulation implies that there is more 'truth' to be found if the same results are 
achieved using different methods. It is accepted that exclusive reliance on one 
method may bias or distort the researcher's picture of the particular reality being 
investigated. There needs to be some confidence that the data generated is not 
simply an artefact of one specific method of investigation. Triangulation is about 
bringing together different kinds of evidence so that they can be compared and 
contrasted, to enable some confidence in the soundness of the data. This study 
addresses issues of triangulation and in particular the confidence in the 
soundness of the data through: 
• Triangulation within method, which is the two focus group interviews. This 
combines the different perspectives of the individual supervisors on the same 
topic. 
• The detailed and different levels of analysis. Reference will also be made to 
member validation which was sought to reflect on whether the findings were 
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plausible and credible. Validation by the supervisors would further increase 
confidence in the soundness of the data. 
3.6 Ethics 
3.6.1 Introduction 
Figueroa (2000) says that a core word in thinking about ethics is 'ought' - ethics 
provide guidance though not definite answers. It implies the need for 
thoughtfulness and reflexivity for a critical approach on issues of rightness and 
justifiability. The general principle is that one should act responsibly: respecting 
truth, self and others. Such issues were considered throughout this study and 
key principles will be presented in the following sections. 
3.6.2 Informed Consent 
The British Psychological Society Code of Ethics (2006) provides guidance on 
ethical issues, which includes issues of respect for individuals. It advises 
ensuring that individuals are given opportunity to understand the nature, 
purpose, and anticipated consequences of research so that they may give 
informed consent. Also, researchers must have due regard for the well-being, 
personal values and dignity of those involved. Further, research that involves 
observation should be restricted to situations where it would be a reasonable to 
do so. The Code goes on to provide guidance on debriefing arrangements. 
Epstein (1998) argues that in all research there are always issues around power 
and politics. The issue of 'informed consent' could be significant to the lunchtime 
supervisors, who may perceive a lack of status within the school. The importance 
of an interviewee fully understanding what it is that they are agreeing to be 
interviewed about and to retain the right to indicate any boundaries which the 
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researcher may not cross is emphasized by a number of writers (Bell, 1993; 
Robson, 2002). 
Prior to conducting this study a meeting was arranged with the supervisors. Care 
was taken to outline the details of the research. I tried to attain a level of 
subjective confidence that supervisors understood the research aims, its 
potential implications and their contribution. Feedback arrangements were also 
confirmed. I was reassured that individual supervisors willingly engaged in the 
research. 
Direct work with children was not involved so there was no requirement to seek 
parent/guardian permission. However, observing during lunchtime would 
inevitably involve observing aspects of children's play, behaviour and interaction 
with supervisors. Therefore parents/guardians and children at the school were 
informed about the research and invited to discuss this further. 
3.6.3 Confidentiality 
Supervisors were assured of confidentiality relating both to their identities and to 
the content of the interviews. One ethical consideration was of course that what 
individual supervisors would be sharing with me, they would inherently be 
sharing with the other supervisors. However, an assumption was made that it 
would be unlikely that particularly sensitive or personal information would be 
disclosed during the interviews. Nonetheless, supervisors were advised of 
confidentially and sensitivity towards each other. 
It was intended that the recordings of the interviews would be stored on mini 
discs which would remain secure with access restricted to the researcher. The 
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transcripts would form part of the written account of the research but individuals 
would not be identified. 
3.6.4 Respect 
In this research it was thought particularly important to demonstrate respect 
towards supervisors. Equally, it was agreed that the interview discussion would 
be steered away from unprofessional or personal remarks about children and 
their families, and other school staff. 
3.6.5 Sensitivity 
Research needs to guard against causing distress or insult to those involved. 
This research was explicitly about an individual's job. The research process had 
to ensure that individuals did not develop a sense of failure or anxiety. Potentially 
the research might have revealed that supervisors held their role in very little 
esteem and this would need to be handled sensitively with the school. Potentially 
difficult or sensitive issues may be raised and would need to be handled 
diplomatically and with understanding. 
3.6.6 Issues of Power 
Simple but potentially powerful strategies were employed to address the balance 
of power between myself, as researcher, and the supervisors. Talking with them 
about the research to gain their consent was useful. I explicitly recognised the 
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challenging role that they have in school. Informal conversation and preparing 
refreshments together were particularly helpful. Finally, actively seeking the 
views of supervisors at the analysis stage also helped to create an ethos of 
collaborative working. 
I was also sensitive to the issue of self-presentation (an individual supervisor 
wishing to present themselves in a positive light). 
Verbal and written feedback will be given to the school and supervisors. 
Although this isn't important to the research study as such, it is considered to be 
an integral aspect to the approach that I adopt when working with schools and 
supervisors more generally. This promotes the status of supervisors and 
encourages them and others, to value their input. 
3.7 Reflexivity 
3.7.1 Introduction 
The methodological rationale makes a case for the research drawing on a 
phenomenological interpretative paradigm in which the researcher's 
interpretation is integral to the research outcomes. In this written account of the 
research there has been reference to my involvement in the area of lunchtimes. 
It seemed imperative that I reflect on my own pre-understandings and 
frameworks. 
The issue of researcher involvement will be explored in the following section. 
3.7.2 Reflexivity 
Qualitative methods and in-depth interviews as a method of gathering data have 
tended to be associated with feminist research (Edwards, 1993). The researcher 
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is a central part of the research process and personal feelings and experiences 
should be taken into account. 
The personal influences which shaped the way in which the research was 
intended to be carried out have been outlined earlier (Chapter 1). The theoretical 
stance that was adopted as a part of this study was made clear from the outset 
with the assertion that lunchtime has a complex and co-constructed culture. 
Later, the phenomenological and interpretive nature of the research was 
discussed with an explanation for the rationale for using Interpretative 
Phenomenological Analysis. In adopting this approach I had to embrace a 
phenomenological attitude, which retains a wonder and openness to the data. At 
the same time I had to identify, manage or perhaps restrain pre-understandings 
(Finlay, 2008). It is appreciated that I should have a willingness to listen and 
understand with sensitivity and flexibility (Finlay 2008). 
Reflexivity urges us to explore the ways in which a researcher's involvement with 
a particular story ' ... influences, acts upon and informs such research' 
(Nightingale and Cronby, 1999, p228). Reflexivity is about reprocessing 
knowledge and understanding and being sensitive to emotions. The reflective 
learning process depends on some level of self-awareness (Brown 2004). 
The judgment of the researcher and the perspective of supervisors are not 
necessarily separate processes (Edwards, 1993) and since an emphasis within 
IPA is the researcher making sense, through inference, of what was said during 
interview, reflexivity is of particular significance to this study. Effectively, the 
researcher functions as a channel through which the experiences are conducted 
and constructed. As such the researcher needs to engage in transparent 
reflexivity (Larkin, et aI., 2006). This requires an awareness of the researcher's 
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contribution to the construction of meaning throughout the research process, and 
an appreciation of the impossibility of remaining outside of one's subject matter 
while conducting research. 
Involvement in the area of lunchtimes and working with supervisors for some 
years will undoubtedly have influenced me as a researcher. This position is to be 
valued, but acknowledged. Through previous discussions with supervisors I have 
gained an insight into their views about their role and lunchtimes more generally. 
Further, there are the emotional draws of wanting to portray supervisors 
positively and to celebrate the work that they do. 
Thus, in this study, my involvement, understanding and emotions demand for 
both: 
• Personal reflexivity 
The way in which my values, experiences, interests and beliefs have shaped the 
research. This would include thinking about how I may have affected and 
perhaps changed the research. 
• Epistemological reflexivity 
This requires some thought as to how the research question, methods and 
analysis may have 'constructed' the data and the findings. Had the research 
question been investigated differently this might have given rise to a different 
understanding of the phenomenon under investigation (Willig, 2001). 
Chapter 1 outlined my background so that I was clear about the potential 
influences on me as a researcher. Prior involvement with other supervisors has 
shaped my relationships with them and my respect of them as a group of 
professionals. Similarly in this research a relatively close relationship was 
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established with the supervisors. This close relationship will, I think, help me to 
hear what is being said in the interviews. However I considered it important to be 
aware of the ethical dilemmas surrounding the relationship between knowledge 
and power and the issues of subjectivity and objectivity. This was pertinent 
throughout the research but specifically so during data analysis because it is 
here that the supervisors' account of their lunchtime experiences would be 
ascribed meanings and transformed into an understanding of their lunchtime 
story. Furthermore analysis was to be a solitary exercise and I wanted to present 
an honest and reliable account. 
Doucet and Mauthner (2002) offered guidance on some of the epistemological 
ethical dilemmas that this study might present: 
~ wide and robust concept of reflexivity should include reflecting on, and 
being accountable about, personal, interpersonal, institutional, pragmatic, 
emotional, theoretical, epistemological and ontological influences on our 
research, and specially about our data analysis process'. (Doucet and 
Mauthner, 2002, page 134) 
To reconcile any tensions that might arise from such influences I therefore 
committed to act responsibly in identifying pressures or assumptions that might 
cause me to read and interpret the supervisors' story in a particular way. Hence 
my position in the research will be explored through a Reflective Diary to support 
the process of reflexivity. The Reflective Diary is presented in the Appendices 
(Appendix 1). The process of analysis will also be detailed in the written account 
of the research (Chapter 4, section 4.3.4). 
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Chapter 4 
Implementation of the Research and Analysis 
4.1. Introduction 
This chapter is sub-divided into two main parts: 
• 4.2 Describes how the research was completed. 
• 4.3 Provides a summary of the analysis process. 
4.2 Implementation of the Research 
4.2.1 Introduction 
Through a review of the background literature is has been established that 
lunchtime supervisors are an integral part of the shared lunchtime context. Little 
is known about their views on lunchtimes and therefore a study to explore these 
is warranted. Through a case study of one school, focus group interviews will be 
conducted with supervisors. The interview process will be supported by an 
observation. The analysis of the interviews will hopefully yield the supervisors' 
story of lunchtimes. 
4.2.2 Preliminary Study 
A preliminary study at School A was undertaken to refine the focus group 
interview. This provided opportunity to confirm that the interview was a 
constructive forum within which supervisors were able to share their views about 
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lunchtimes. The interview questions were also reviewed at this stage. The 
preliminary study further informed the conduct of the main study. For instance: 
• I established the likely time it would take to conduct the interviews, with 
time for more informal conversation and settling (about 2 hours). Also I 
learned that it was more efficient and less obtrusive to digitally record the 
interview rather than make any written notes. 
• The importance of developing rapport was highlighted. Power and self-
esteem issues are considered to be potentially significant issues in this 
research and for lunchtime supervisors more generally. I appreciated the 
need to ensure that during the interview emphasis was very much on what 
the supervisors wanted to say. My role was as facilitator. 
• I understood the need to establish protocols and manage the interview. 
This included, for example confidentiality, mutual respect and the finish 
time. The preliminary study also highlighted the potential need for 
sensitive management to curtail some of the discussion, to manage any 
more dominant members and to encourage everybody to speak. 
• Supervisors involved in the preliminary study were asked their views on 
the interview questions. They confirmed that the questions encouraged 
discussion about lunchtime at school, were easily understood and covered 
the main issues they would anticipate as being important to supervisors. 
Further information on the questions is provided later in this chapter, at 
4.2.8b. 
• Some of what was discussed in the interview was closed to me because 
of unfamiliarity with the context. Discussion about specific areas of the 
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playground for instance was not fully understood. Moreover, I wondered if 
there were aspects of the lunchtime which they did not think to mentio!,) 
during interview. This suggested that an observation at lunchtime could 
enhance my understanding of what the supervisors discussed during 
interview. Furthermore, the observation could help to generate additional 
questions for a second interview. 
Data generated from the preliminary study was not subjected to a process of 
analysis. The purpose of the preliminary study was to offer useful guidance on 
how to conduct the main study. It further encouraged a sense of confidence that 
engaging supervisors in a semi-structured focus group interview would facilitate 
the telling of their story. In the preliminary study for instance the supervisors 
began with some initial discussion about the convenience of the role of the 
supervisors but they went on to portray an image of the role as being multi-
faceted. There was much about nurturing roles, supporting children to learn as 
they played and helping them to develop their social skills. There was also 
discussion of the tensions that surround lack of communication between them 
and other staff in school and the problems of behaviour management. 
Therefore, on the basis of what I learned through the preliminary study, I decided 
to conduct a case-study. The supervisors would be interviewed as a focus group, 
allowing about 2 hours for each interview. The same set of questions used for 
the preliminary study would be used for the main study. The interviews would be 
recorded. I would adopt a similar style in developing rapport and in managing the 
interviews. I also decided to observe during lunchtime and follow this with a 
second interview with the same group of supervisors. This would provide a joint 
reference and opportunity for further discussion. 
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Details of the preliminary study may be found in the Appendices (Appendix 2). 
4.2.3 School selection 
The research was conducted in Carlisle, North Cumbria. 
As part of the school selection process for the main study initial agreement from 
four primary schools and supervisors working at those schools was gained. All of 
the schools selected had not previously been involved in initiatives or training 
involving lunchtimes. 
Ultimately one school was randomly selected from the four, literally using the 
'name out of the hat' strategy. The remaining three schools have subsequently 
received some input about improving lunchtimes. 
The main study was conducted at School B. The selected school is an average 
sized school, with 160-190 pupils on roll, aged between 3-11 years. Most pupils 
come from less advantaged parts of the local area and the proportion entitled to 
free school meals is high. There were no pupils from minority ethnic groups, 
although the school is often used by traveller families. The authorized absence 
rate was less than 7% and the unauthorized rate was less than 1 %. At Key 
Stage 2 the number of pupils gaining Level 4 in English, Maths and Science was 
within the low-average range, both locally and nationally (Good Schools Guide, 
2005). The percentage of pupils with Statements of Special Educational Needs 
was around 7%. An additional 8% were identified as having non-statutory special 
educational needs. The most recent Ofsted inspection report deemed it to be a 
'satisfactory school which gave satisfactory value for money' (Ofsted Inspection 
report, 2005). 
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4.2.4 Consent of the Lunchtime Supervisors 
Agreement to be part of the research was initially gained by the Head Teacher 
who met informally with supervisors. A research outline was given verbally with 
the likely expectations of the supervisors explained. Subsequently I met with 
supervisors to provide more detail about the research, expectations and 
feedback arrangements. Supervisors were given opportunity to ask questions 
and seek clarification. At this stage there was also discussion and reassurance 
about the potential impact on supervisors. It was confirmed that respect and 
confidentiality were paramount and that withdrawal from the research, at any 
point, was an option. Supervisors were not paid for their participation. 
My previous experience related to lunchtimes was shared. I presented myself as 
an understanding and interested researcher. It was at this early stage that the 
relationship between myself and the supervisors was being established. 
4.2.5 Informing Children 
At a school assembly the Head Teacher informed the children that a researcher 
would be visiting to observe during the lunchtime. They were also told that the 
researcher would talk with supervisors. The aim of the research was summarised 
as being about how lunchtimes were organised and what supervisors do as part 
of their job. Children were reassured that they would not be directly observed. 
Children were invited to talk with their teacher, the Head or supervisors, if they 
wanted to know more about the research. 
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4.2.6 Informing Parents and Guardians 
Similar information was detailed in a school letter to parents and guardians 
(Appendix 3). Parents and guardians were invited to contact either the school or 
the researcher if they wished to ask questions or raise concerns. 
4.2.7 Background Information on Lunchtime at the School 
Having gained consent to conduct the research I considered that it would be 
helpful to gather some background information on the school to provide a 
contextual framework when talking with supervisors. This was done through 
informal conversations with the Head Teacher and supervisors. An observation 
at lunchtime was also undertaken prior to collecting the research data. A sketch 
of the school grounds was made and photographs were taken of the playground 
(with the permission of the Head these can be included in this account of the 
research). 
Detailed information about the lunchtime, the playground sketch and 
photographs (labelled as Photographs 6-9) can found in the Appendices 
(Appendix 4). 
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4.2.8 Implementation 
Having gained consent and developed an understanding of lunchtime at the 
school the implementation of the research was undertaken: 
• First semi-structured focus group interview with all five supervisors. 
• Observation at lunchtime with all five supervisors present. 
• Second semi-structured focus group interview with all five supervisors. 
4.2.8a Setting up the Interviews 
Certain procedural matters were common to both the first and the second 
interviews. 
Situating the interview 
The research aims to elicit supervisors' story about lunchtimes. This might be influenced by contextual 
factors such as the weather or supervisors own personal internal clock. 
Dates and times that were convenient to supervisors were agreed. Interviews were conducted follOwing 
lunchtime. The first interview was conducted in March, at the start of spring, mid-week. The lunchtime 
observation took place two weeks later. Two days after this, towards the end of the week, the second 
interview was conducted. On all occasions the weather was dry and bright. It is possible that supervisors 
would feel more positively disposed than if the interviews were conducted mid-winter. 
This was the supervisors only job and they were physically well. They also confirmed that the lunchtime on 
both of the interview days and during the observation had been typical of many other days. 
87 
Setting the scene 
For both the first and the second group interviews we met in a designated, comfortable room. We were 
seated at a circular table. The recording device was switched on so that once the interview began it did not 
inhibit the flow of conversation. I provided refreshments. Such strategies helped to develop rapport and 
diffuse potential power issues. 
I confirmed my availability should anybody wish to share any issues about the interview. 
Ground rules 
Basic ground rules were agreed: 
• To listen to each other without interruption. 
• To wait for a turn to speak. 
• To respect each other's views. 
• To keep comments general avoiding naming individuals. 
• Not repeating what had been said in the interview outside of it. 
Managing the interviews 
I was confident in managing supervisors as a group and ensured that everybody was included in the 
discussion. I adopted an open-stance. Engagement and intimacy were striven for. Facial expressions and 
tone of voice were moderated to encourage discussion, but not to communicate approval or disapproval. 
Time was managed well. 
4.2.8b The First Semi-structured Interview 
The purpose of the initial interview was to provide an opportunity for lunchtime 
supervisors to share their story about lunchtimes in the school in which they all 
worked. This was conducted as a focus group, using a semi-structured format. 
The questions that were prepared can be found in the Appendices (Appendix 5). 
These questions were formulated following previous experience of working with 
schools on lunchtime issues. Information gathered during the preliminary study 
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also informed these questions. The interview schedule was devised in such a 
way that the supervisors would be able to talk about what mattered to them. This 
would subsequently help me to answer the research question at the analysis 
stage. This was not a formal interview schedule. 
The questions were designed for instance to explore the supervisors' reasons for 
taking on the role, what they, and others, thought their role encompassed and 
how they have personally developed since accepting the position. The questions 
also considered their views about supervisor skills. The questions sought to 
identify factors that they considered to be barriers as well as others that 
facilitated their role. The interview questions included one about what makes a 
good lunchtime and another to explore what an ideal lunchtime might look like. 
4.2.8c Observation at Lunchtime 
The purpose of the observation was to gather some contextual background to 
what supervisors had been talking about at the first interview. Moreover, the 
observational information informed further questions that were prepared in 
readiness for the second interview. 
For the observation I arrived at the same time as supervisors and congregated 
with them at the school entrance. Effort was made to move around the school 
and ensure that all supervisors were observed for broadly equal times. 
I have observed lunchtimes in many schools and to structure these observations 
a 'Lunchtime Matrix' has developed over time. This matrix is used to focus 
attention on key lunchtime themes (such as organisation and supervision 
arrangements, facilities available to children, interaction between supervisors 
and with children, lunchtime rules, activities children were observed to engage in, 
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the behaviour of children, equal opportunities and what appeared to be the 
purpose of lunchtime). The Completed Lunchtime Matrix following the 
observation can be found in the Appendices (Appendix 6). 
4.2.8d The Second Semi-structured Interview 
The purpose of the second interview was to share the observations and further 
explore the supervisors' story. 
I reviewed the observation field notes and prepared a list of questions that might 
help to facilitate discussion at the second interview. Again the intention was not 
to prepare a formal interview schedule. The list of questions for the second 
interview can be found in the Appendices (Appendix 7). These included 
questions about the supervisors' job title, what they thought had gone well at 
lunchtime and what had not gone so well, and why. Ideas for improvements were 
sought. Specific incidents that I had observed were referred to, such as bending 
down to talk quietly with children, out of bound areas and the management of 
poor behaviour. Questions were prepared that would encourage them to be 
reflective in their practice to think about how they might have done things 
differently, and why. Referring back to the first interview the supervisors had 
talked about lunchtime being an opportunity for children to develop their play and 
social skills. At the second interview I asked them to reflect on how children had 
been able to do this during the lunchtime that I had observed but also at other 
times. The supervisors were asked about how they had worked together and to 
explain the role of other school staff. 
The same procedural matters as for the first interview were adhered to. 
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4.3 Analysis of the Interviews 
4.3.1 Introduction 
Having interviewed the group of supervisors on two separate occasions this 
produced two mini-disc recordings of the conversations to be analysed. 
This research was concerned with learning something about supervisors' 
psychological world and the meaning the lunchtime has for them. The aim of this 
research and subsequent analysis is to understand the content and complexity of 
those meanings rather than measure their frequency. Understanding the content 
and complexity of those meanings is to be obtained through sustained 
engagement with the interview transcripts and a process of interpretation. 
In this section the analysis of the interviews will be detailed as follows: 
• 4.3.2 The use of the Reflective Diary (Appendix 1) is clarified with an 
explanation of how it was used in the early stages of data analysis. 
• 4.3.3 Provides a summary table to outline the IPA stages of analysis. 
• 4.3.4 A more detailed explanation of the analysis process is provided with 
reference to IPA. Photographs of the analysis stages are provided. 
4.3.2 The Reflective Diary 
Qualitative analysis is inevitably a personal process. This study acknowledges 
that the analysis of the supervisors' collective lunchtime story depends on and is 
complicated by my own background and views. However, a process that permits 
and encourages the double hermeneutic enquiry, which is questioning and 
critical, can result in an honest and rich analysis of the data. Throughout the 
research, and particularly when analysing the interview transcripts, personal 
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notes were written in the Reflective Diary. The Reflective Diary was used as a 
reflective tool to explore different interpretations of the supervisors' views. The 
Reflective Diary consists of notes to help me to reflect on the inferences and 
assumptions that I made during the analysis. Specifically I used the diary to 
reflect on the level of analysis that is being presented (descriptive, ideographic, 
summative, interpretative), and why, and to consider where the interpretation 
came from (existing theory, practice, personal views, novel or emergent ideas). 
Thus the Reflective Diary became a significant tool in the early stages of the 
analysis of the interviews. 
A quote taken directly from the diary provides a small sample of the personal 
debate and reflection that I recorded as part of the analysis process: 
' ... 1 am trying to immerse myself (a bit like Alice in Wonderland) amongst the 
data. I do not want to lose the richness of what they are talking about. I'm a 
little bothered that sometimes when I look at the transcript it depends on my 
mood as to how I interpret. I'll need to keep looking at it, again and again, to 
neutralise (as it were) the impact of my emotional state. 
I want to explore core feelings and attitudes so I want something that feels, 
'right' to me, which intuitively I am comfortable with whatever I try to do with 
the data. I suppose it's like putting on a pair of comfy slippers. I know that Dr 
Scholl may have some perfectly, scientifically comfortable shoes, but they just 
do not feel right to me. I need my not quite perfect but feel good slippers. 
How trustworthy is my story going to be? Of course I can trust it - it's their 
story - it's what they think, it isn't relevant if they've got it, 'wrong'. 
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My story is a growing one. I have started from one point and I'm moving. It's 
like shifting sands, not too fast and it's not shifting the picture totally I'm glad 
to say. I had one chapter in terms of my views and experiences, then I talked 
to them and got another and then observed and the colours were added and 
then I talked some more and the colours became more vivid. I realise it's like 
a rainbow. I can stand back and see what I think I can see. I strain my eyes 
and the colours become more vivid, and I think I can see where the rainbow 
is going. I look away for a moment, then back, and have to re-focus my vision 
again. But all the time I can not quite see the end of the rainbow, I can not 
quite see where it starts, I do not know what made it, but it's there, it's 
relevant, it has a reality. That's what lunchtime supervision is about, or at 
least that's what an outsider's view of lunchtime supervision is about'. 
(Appendix 1, page 255). 
IPA advocates analysis that is organised, detailed, plausible and persuasive and 
transparent. The Reflective Diary provided an opportunity to ensure that the 
analysis I conducted met these criteria and, by including it as an Appendix, I am 
being transparent in how I came to understand the supervisors' story. I reflect for 
example on my concerns about how the questions I ask might shape the story 
that the supervisors share: 
'I'm a bit nervous about analysing these interviews. What if my interpretations 
are wrong? What if their story has been created by the very first question that 
I asked? I asked them about the purpose of lunchtimes - they may never 
have thought of this before but I've suggested to them that they do. They may 
simply be responding with what they assume I would expect as a reply. I do 
not know though - perhaps if they talk more about the purpose - if this idea 
93 
comes out in other things that they say this would give me greater confidence 
in their initial responses. I'll have to check, and re-check, to look for trends. 
I have checked through the transcripts and am now confident that the 
supervisors do think about the purpose of lunchtimes and that it would 
probably have been a part of their story even if I had not asked that direct 
question. Th~y go on to talk about learning and social skills for instance in 
other parts of the interviews. I suppose it's wise to think about this though. 
What we ask, the way we ask it and the order in which we ask can influence 
the story that somebody shares with us. 
Find it hard to separate description/interpretation. I seem to do them 
simultaneously. Even as I read things spring to mind that might ultimately 
become a theme, for example a, 'We', (do not know what else to call this at 
moment) seems to be a theme. This involves mutual support, conflict with 
teachers and children'. (Appendix 1, page 259). 
Notes in the diary also served as a reminder about the double hermeneutic 
process that is espoused in relation to IPA: 
'I've been thinking more about doing the analysis. There is some tolerance of 
ambiguity and contradictions but that's okay as it's a reflection of the social 
reality being investigated. 
Remember this is double hermeneutic - questioning and critical. I've looked 
back at how I said I would interpret the transcripts. In the early stages I want 
to think about how what they are saying can be summarised but I also need 
to think about what is underlying this. How does it compare with what I've 
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already analysed? In the interpretation I need to ask myself questions about 
what it means and why they talked about it. I need to consider what the 
existing literature has to say about that. When clustering the themes I will look 
for things that seem to naturally fall together and consider how I might 
understand and explain exceptions. What seems a main cluster and what 
seems subordinate, and why? How do things seem to cluster - conceptually, 
temporally and contextually? I'll need to keep coming back to this to remind 
myself of what I am trying to do. I will also have to keep looking back at the 
actual transcripts to check if what I am saying is grounded in the supervisors' 
conversations. I must also ask myself if it makes sense. Does it answer the 
research question? Is the analysis sufficiently interpretative? Can the 
interpretative account be seen to develop from a phenomenological core? Is 
the structure clear and meaningful?' (Appendix 1, page 262) 
The cut and paste facility of the word processor was utilised to structure the 
Reflective Diary notes into broad themes. I repeatedly checked back with the 
interview transcripts to ensure that the interpretation and structuring of the notes 
were grounded in what was said during the interviews. 
The Reflective Diary may be found in the Appendices (Appendix 1). 
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4.3.3 The IPA Stages of Analysis 
Ultimately the analysis is attempting to capture and do justice to the meanings of 
supervisors to learn about their school lunchtime world. The analysis aims to give 
an interpretative and contextual account of the supervisors' collective lunchtime 
story themes. Those meanings and themes may not be transparently available 
and need to be obtained through a sustained engagement with the text and·a 
process of interpretation. This engagement with the text involves the initial 
reading of the interview transcripts and the early tentative ideas that I develop 
and explore within the Reflective Diary. The analysis of the transcripts developed 
further and was based on the principles and techniques of Interpretative 
Phenomenological Analysis. The phenomenological aspect of IPA involves 
identifying key themes in the data that represent supervisors' psychological 
experiences. The interpretative aspect of IPA involved me, as the researcher, 
trying to make sense of these themes and what they tell us about supervisors' 
experiences. An important factor at the analysis stage is that 'topics' are not to 
be mistaken for themes. A topic would be something that the supervisors talked 
about but a theme would be describing a pattern of meaning. The aim of the 
research was to consider the collective story of a group of supervisors and to 
understand and interpret the themes within that story. Here, I bring a personal 
perspective to the data. It is essential to concede that analYSis is influenced by 
my own story. This is explored in the Reflective Diary (Appendix 1). 
IPA involves a number of distinct though highly interconnected stages. 
Throughout these stages notes were written in the Reflective Diary (Appendix 1). 
A copy of the annotated interview transcripts can be found in the Appendices 
(Interview 1 - Appendix 8; Interview 2 - Appendix 9). The table (Table 1) that 
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follows on the next page provides an overview of the analysis process. The table 
is followed by a more detailed account of how the analysis was conducted. 
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Table 1: This table shows the sequence of stages that were followed to conduct 
an analysis of the interviews. 
Transcription - Interview 1 and Interview 2 
• The recordings of both interviews were transcribed. 
Familiarisation and Preliminary Themes - Interview 1 (Annotated version - Appendix 8) 
• Numerous readings of the interview. Notes made in left-sided margin of significant or interesting 
comments. 
• Preliminary list of broad theme words/phrases generated and written in right-sided margin. 
• Themes written on post-its. Put to one side. 
Member validation - Interview 1 
• Consulted with supervisors about initial themes. 
Familiarisation and Preliminary Themes - Interview 2 (Annotated version - Appendix 9) 
• Numerous readings of the interview. Notes made in left-sided margin of significant or interesting 
comments. 
• Preliminary list of broad theme words/phrases generated and written in right-sided margin. 
• Themes written on post-its. Put to one side. 
Sorting - Interview 1 and Interview 2 
• Post-its from both interviews sorted into broadly named initial groups. 
• Groups were reviewed and post-its were re-sorted. New group names generated as required. 
Grounding 
• Group names and post-its checked against interview transcripts and left and right margin notes. 
Additional group names and post-its written as required and sorted. 
• Group names and post-its checked against diary notes. Additional group names and post-its 
written as required and sorted. 
Clustering 
• The groups were re-sorted into master clusters. 
• Under these, subordinate clusters were generated. 
• Clusters were assigned theme names. 
• Clusters checked against interview transcripts and diary. 
Summary Table 
• Table of primary, secondary and tertiary themes generated. 
• An account written with verbatim extracts from interviews. 
4.3.4 Explanation of the Analysis Process 
To adopt a rigorous and logical approach towards the analysis (Dey, 1993) the 
interview transcripts were subjected to considerable reading, interpretation, and 
reflection. The process of analysis involved repeated checking that the analYSis 
was grounded in what was actually said during the interviews. An account of the 
analysis process as outlined in Table 1 will now follow. 
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Transcription 
To manage the data and to facilitate the analysis the recorded interviews were 
transcribed. The page layout was set to permit hand written notations in the 
margins. Each line was numbered. 
Interview 1: Familiarisation and Preliminarv themes 
• The transcript was read countless times, to become immersed in the details 
and to gain a sense of the interview. Notes were made in the left margin of 
anything that seemed interesting or significant. There were some initial 
attempts to summarise the supervisors' comments. Consistent with IPA this 
represents a movement from the particular to the general. I began to, 'read 
between the lines', and make some preliminary interpretations. The aim at 
this stage was to get a feel for context i.e. what was important to the 
supervisors at that time. What experiences were being described and 
claimed, and the key features of those experiences. Some thought was given 
as to what those experiences might mean to the supervisors. 
• The analysis then moved on to look for emerging trends or concepts. The aim 
at this stage was to endeavour to achieve interaction between me, as a 
researcher, and the text. This enabled an understanding of what the 
supervisors said, but also drew on my own interpretative resources. I 
endeavoured to consider alternative meanings and asked questions about 
the contextual factors within which the supervisors understanding can be 
seen to make sense. Analysis through IPA allowed for some inferences about 
the supervisors' experiences on the basis of what they said, and how they 
said it. Also I tried to think about what other factors might shape the 
supervisors' experience or even what the supervisors might achieve through 
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offering this particular understanding of their experience. The Reflective Diary 
was used to reflect on such issues. In terms of IPA this was about trying to 
explore experiences from the supervisors' perspective whilst at the same time 
exploring and acknowledging my interpretative role through the use of the 
Reflective Diary (Appendix 1). 
• Whilst re-reading the transcript and considering the notes made in the left 
margin I then attempted to devise broad theme words or short phrases to 
capture the essential quality of what was being found in the text. These were 
written in the right side margin. 
Some of these theme words or phrases used psychological terminology but 
were grounded in what was said. Some used the actual words used by the 
supervisors. At this stage the broad theme words or phrases were not 
considered to be definitive but were used to enable me to articulate 
something about the concept that had been identified. 
• All of these theme words or phrases were written onto individual post-its 
which were put to one side. 
• A copy of the annotated first interview transcript can be found in the 
Appendices (Appendix 8). 
Interview 1: Validation 
I met again with the supervisors to check with them if the way in which their 
conversation had been interpreted adequately represented what they had 
wanted to convey. It was also an opportunity to consider whether the analysis 
made sense. Supervisors were encouraged to challenge and offer alternative 
interpretations. 
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To enable the supervisors to engage with this the analysis process was 
explained. A brief overview of some of the themes that appeared to be emerging 
was given. Copies of the Interview 1 transcript with the left-sided and right-sided 
written comments that I had made were distributed to the supervisors. I selected 
some excerpts and explained my thinking behind the interpretation and the 
written comments. The supervisors were then invited to read through the 
transcript and select other excerpts that they wished to discuss further. The 
supervisors were asked questions such as: 
• Does this make sense? 
• Is that what you wanted to say? 
• Do these themes represent how you see your role? 
The supervisors confirmed that the analysis did make sense. They were satisfied 
with the way in which the interview had been interpreted. This is discussed 
further in the Ref/ective Diary (Appendix 1). 
Interview 2: Familiarisation and Preliminary themes 
The analysis of Interview 2 followed the same process of familiarisation and 
generating a list of preliminary themes as Interview 1. However the validation 
check with the supervisors was not considered to be necessary. 
A copy of the annotated second interview transcript can be found in the 
Appendices (Appendix 9). 
Sorting (Interview 1 and Interview 2) 
• Ultimately the analysis of Interview 1 and Interview 2 produced a vast number 
of post-its with theme words or phrases written onto them. Using long sheets 
of paper stuck onto walls post-its were placed onto the sheets to form broad 
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groups. These groups were created on the basis of how I considered the 
words/phrases on the post-its to be similar in some respects because they 
had common features or ideas. Photographs were taken of this and a sample 
is included below. 
Photograph 1: A photograph of the initial sorting of the post-its 
• Continuing with the commitment to be rigorous and logical, when all of the 
post-its were placed in groups on the walls I considered them a little more 
carefully. Some groups were further divided and alternative groupings were 
created. 
• I then generated words or phrases that captured the essence of a group of 
post-its. These words or phrases were written onto blank sheets of paper that 
were then placed on the floor. 
• The post-its were taken off the walls and assigned to the newly formed 
groups. As this was completed further group names were generated when 
required. A photograph was taken of this and is included below. 
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Photograph 2 A sample photograph of the reviewed post-it groups 
Grounding 
The interviews and the Reflective Diary were read again. I checked that the 
group names and the sorting of the post-its captured what was said during the 
interviews and reflected the interpretations that had been made in the diary. 
Additional post-its were created as required to be allocated to an appropriate 
group. 
Clustering 
• The IPA process moves from the initial descriptive and experiential coding 
towards the development of themes which allow for a more interpretative and 
contextual account to be offered. Having assigned the post-its to the groups 
on paper they were considered again. The papers were grouped together into 
broad clusters that were considered to be similar in some respects by implied 
contrast with other groups. This was repeated a number of times until I was 
satisfied that the clusters adequately represented the collective story shared 
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by the supervisors. 
• In assigning the groups to clusters some were considered to be subordinate 
to the main cluster. These were positioned underneath the main clusters. 
• The clusters were then assigned a different theme name in a way that 
captured the essence of the cluster. 
• The transcripts were considered again to check what the supervisors had 
said. Left and right margin notes were read again. This was to check if the 
theme names that had been devised reflected the story the supervisors had 
shared. The Reflective Diary was Similarly re-considered. In reviewing the 
interview transcripts and the Reflective Diary it was possible to ensure that 
each theme was represented by verbatim script and was not an artefact of my 
own bias. In addition particular attention was given to checking if anything 
had been lost or if anything seemed more significant in the interview than had 
been identified through the analysis. 
• Deciding upon the master themes required me to be selective. The themes 
were not selected purely on the basis of their prevalence within the data. 
Other factors were taken into account. For instance the richness of the 
particular passages which highlight the themes was considered. 
• It was at this point that certain themes were put to one side because they 
were not rich in evidence in the transcript. 
• Photographs were also taken of the clusters of themes. The following 
photograph shows an initial attempt at trying to understand how themes 
related to other themes. 
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• Photograph 3: A sample of an initial attempt at clustering themes 
Summary Table 
• The analysis process was a thorough one during which the themes and 
associations between themes altered many times. At one stage there 
were 11 themes, a number with 15 or so sub themes. Photographs of this 
were taken, two of which are presented below. 
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Photograph 4 An attempt at trying to understand the emergent themes. 
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Photograph 5 An alternative initial attempt at trying to understand the 
emergent themes . 
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• At this stage information was duplicated and there was not a coherent 
understanding of the supervisors' story. Using the Reflective Diary 
(Appendix 1) I tried to think about what it was those themes were actually 
'saying'. In doing this it became clear that supervisors wanted to be 
independent and in control of lunchtimes. It was about their self-esteem 
and their status. It was also about how the supervisors felt lunchtimes 
were concerned with children playing and learning to be independent, now 
and in the future. The emergence of the themes will be discussed in more 
detail in the presentation of the results (Chapter 5). 
• After much consideration and many attempts at trying to make sense of 
the themes a summary table was produced (and this is presented as 
Table 2). 
• A written account of the interpretation of the supervisors' lunchtime story 
was prepared supported by verbatim extracts from both interviews 
(presented in Chapter 5). 
At the early stages of the data analysis the Reflective Diary was particularly 
useful in trying to reflect on what the supervisors' conversations during interview 
might mean. The diary also provided a means of continued reflection throughout 
the analysis process. This process of analysis drew directly from the theoretical 
underpinnings of IPA. For instance, the analysis was phenomenological and 
ideographic in that it has a focus on supervisors' subjective lunchtime 
experiences and through analysis it was possible to generate themes that help to 
understand those experiences. Through hermeneutic inquiry the meanings of 
these experiences were obtained through a process of engagement and 
interpretation. The lengthy analysis process encouraged a double hermeneutic 
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approach in which I tried to make sense of the supervisors trying to make sense 
of their lunchtime world (Smith and Osborn, 2003). 
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Chapter 5 
Presentation of Results and Discussion 
5.1 Introduction 
The previous chapter described how the interview transcripts were thoughtfully 
and systematically analysed based on the principles and techniques of IPA. This 
process is detailed in the Reflective Diary (Appendix 1). The personal dialogue 
recorded within the Reflective Diary provides a transparently detailed explanation 
of my interpretation of the supervisors' conversation during interview. Within the 
Reflective Diary there is also contemplation on whether or not the interpretation 
appears plausible. 
In this chapter I will: 
• 5.2 Describe how my understanding of the supervisors' story evolved over 
time through the stages of analysis and in preparing a written account. 
Specific reference will be made to the Reflective Diary (Appendix 1). 
• 5.3 Present a table that provides an overview of the themes that I interpreted 
from the supervisors' lunchtime story. 
• 5.4 Present an account of the story themes with verbatim extracts from the 
interview transcripts. 
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• 5.5 Provide an overall summary of the results and the conclusions that were 
reached. A conceptual framework is offered to enhance understanding of my 
perspective on the supervisors' lunchtime experiences and the meaning they 
make of these. 
5.2 Developing an Understanding of the Supervisors' Lunchtime StOry 
The aim of this study was to offer a unique insight into the lunchtime story of a 
group of lunchtime supervisors. This was to be done through two interviews with 
the same group of supervisors in which they would be facilitated to share their 
collective story of lunchtime. It was proposed that through an analysis of the 
interviews I would be able to understand and interpret the themes within their 
story. 
This understanding began to develop even at the early stages of the analysis. 
The Reflective Diary was an essential tool in this process. In the diary I reflect on 
how, having written words and phrases from the interviews onto post-its, I had 
already begun to interpret the supervisors' story. For instance I was aware of the 
story describing certain assumptions that were attributed to school staff by the 
supervisors. This was in terms of their capabilities and relying on a common 
sense approach to the supervision of large numbers of children in a relatively 
unstructured situation. Furthermore I reflect on the lunchtime context where there 
are opportunities for learning through play and being happy. In the diary I raise 
concern over whether it is appropriate to make such assumptions. 
I also realised that there was considerable confusion about the precise nature of 
their role. It was as though in the absence of clear guidance and regular review 
supervisors are: 
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' .. . stumbling around, sometimes being like a teacher, sometimes being 
like a parent but really neither one thing nor another. However, they aren't 
complaining about lots of difficulties so this must work to some extent'. 
(Appendix 1, page 370). 
In the diary I reflected on the tensions surrounding the sharing of some lunchtime 
experiences with children. I was not clear at that early stage if the shared 
experiences served to blur boundaries. I did wonder though if the children and 
the supervisors were able to reach an unspoken understanding about how those 
boundaries operate, which is different to the boundaries they have with teachers. 
I thought this might be about the special nature of the relationship that forms 
between children and supervisors during lunchtime. 
Prior to the detailed analysis I felt that the supervisors conveyed an aspiration to 
have control over lunchtime but felt they did not have a sense of ownership. I 
thought that perhaps they needed to be given permissions and a clear steer that 
the lunchtime is their domain within certain parameters set out in a job 
description and through collaborative consultation with school staff. The 
supervisors seem to imply that both of the latter pOints are absent. 
I was confused about the issue of children's behaviour ~t lunchtimes. I thought 
they had suggested there were some issues over children being rude to them, 
and children falling out with each other. None of this seemed to be a significant 
issue however and there was much about lunchtime that was positive. Then later 
in Interview 2 supervisors seemed to imply that actually some children are 
particularly rude towards some supervisors and that possibly there is more 
physical aggression than I had previously detected. As I continued to read 
Interview 2 I began to feel that generally the behaviour of children at lunchtime is 
111 
of concern. I was uncertain if this was because we were talking about it at that 
time. 
My early thoughts about the supervisors' story were that they were concerned 
with doing the job well. They appeared to hold a firm belief that at lunchtime 
supervisors can have a significant impact on children's present experiences but 
also on how they develop into adults. They expressed concern about being able 
to manage all the demands made of them however. I developed a sense of them 
feeling unsupported and unappreciated by the wider school system. 
From these initial thoughts I moved towards a more organised and thorough 
analysis. This began with sorting the post-its into broad clusters. I had for 
instance a group of post-its which seemed to be saying something about 
assumptions that supervisors make about children, another that was about 
knowing children and another about communication. I did this without thinking 
too much and made quick intuitive decisions. 
The next stage of the analysis involved naming the clusters and then re-sorting 
the post-its. As I did this I realised that the broad headings needed to be broken 
down more, for instance the broad theme of, 'Taking the job of a supervisor', 
began to conceptually separate into, 'reasons for being offered it'; 'reasons for 
taking it'; 'motivation for keeping it'. What I noticed when I was doing this was 
how different the clusters looked from the initial sorting of post-its. Also I found 
that alternative ideas would occur to me. I think this is about seeing everything 
together and physically moving the post-its. It is the multi-sensory aspect of the 
analysis which brings a different level to it. For instance looking at the post-its at 
this stage made me realise just how much they said about acting a persona as a 
supervisor. I was aware of this, and have a heading for this in the diary, but 
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seeing the post-its and handling them made this a more powerful theme. 'Acting 
a persona', may be important to the supervisors because they believe that 
children, 'read them like a book', and they have to be mindful to act as though 
they are confident and in control. This then ties in with the need to feel that they 
are, 'in charge', and that others should realise this too. Similarly the supervisors 
talked about what they saw as their role, which included practical duties. 
However, by standing back and looking at what the supervisors said this is only a 
small part of their story. Actually they are much more concerned with the 
nurturing aspect of their role. Again this had not suggested itself as a dominant 
theme when I was doing the initial analysis and it only became apparent through 
seeing and handling the post-its. 
In conducting the analysis I was committed to ensuring that it was grounded in 
what the supervisors actually said so I continually referred back to the interview 
transcripts, as well as the diary. In doing this I established that there were parts 
of the supervisors' story that I felt weren't adequately reflected through the post-
its and the sorting and grouping process. For instance the supervisors talked 
about children needing to let off steam and needing a break from the pressure of 
learning. The supervisors said that children get this release by being outside and 
having freedom. I thought that supervisors' views on this were significant as 
freedom and choice are characteristics of play. 
I also felt that the idea that they are, 'in-betweenies', neither a parent nor a 
teacher, was a significant theme. Similarly the joy of children and the joy of 
children's play was a strongly positive theme. Equally though there were a 
number of battle and army references (for instance battlefield of playground, 
military exercise and being one step ahead). In handling the post-its I realised 
that they often referred to issues of the age, rather than the gender, of children. 
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Knowing and seeing children seemed to be imperative to supervisors. I 
interpreted supervisors' comments about being a part of the children's lunchtime 
world as something they considered to be a privilege. 
Through the naming of the groups and the re-sorting I began to appreciate that 
the supervisors felt unappreciated but resigned to this. They wanted to be left to 
get on with their job but they expressed an experience of being powerless to 
change anything or be in control. I detected a sense of dejection because they 
felt they had tried to consult over changes but to no avail. They seemed to feel 
quite strongly that gut feelings and learning intuitively from experience was vital. 
I also began to notice some inconsistencies. For instance they talk a lot about 
teachers which I had interpreted to reflect conflict. However they also claimed 
that teachers are approachable and that they feel part of the school. They say if 
given the opportunity of a miracle they WOUldn't change anything. Yet they had 
identified issues over time pressure, confusion over the precise nature of their 
role and conflict with teachers. 
There were many references to the 'team', and the post-its provided a strong 
visual intimation of this. I was not clear at this stage why this would be a 
significant theme. 
This stage of the analysis meant that there were pieces of paper strewn over the 
floor with post-its on them. I considered them again and began to cluster them 
together. This was difficult however. I could easily have had 'Conflict' as a major 
cluster with lots of subordinate clusters related to this. There seemed to be so 
much conflict. For instance I had conflict with teachers, conflict between watching 
and doing, conflict caused by time and conflict with the Head. In the diary I reflect 
on my concerns about declaring lunchtime to be a mass of conflict of one form or 
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another. I appreciated that if this was the experience of supervisors then this is 
what I would need to depict. However I wanted to look beneath this a little more 
and explore what might be underlying the conflict. I wondered if this could be a 
lack of clear guidance on what their role entails. Because of this the supervisors 
may be inclined to seek security in routines and good organisation, which may in 
turn put pressure on them because there is so little time to get through 
everything. It's as though one conflict feeds another. 
This clustering took some time and repeated attempts. The diary records this 
process: 
'I would do it, then leave it for a day and come back to re-consider. I found 
this made me more open to new insights. I also found that I would come 
back to the clusters and ask questions. Does it make sense for those to 
be clustered together? What is it that cluster is saying? Does that cluster 
convey what the supervisors talked about? Does it reflect my 
interpretation of what was said? For example I clustered together group 
headings of 'lonely team', 'unappreciated', 'needing to be needed' and 
'expectations of their role '. I was not sure if feeling unappreciated was 
more to do with the self-esteem of the supervisors than being unsure of 
what their job entailed. What I did not have together was, 'ownership and 
a need to be in charge', with, 'routines'. On the second clustering I thought 
that adhering to routines may be about a control issue or it may be about 
being unclear about their role so they were clinging to routines for a sense 
of security. Thus at the second stage I was not yet sure which cluster 
routines would best fit with. 
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At a later stage a cluster of 'Communication' included relationships with 
the Head. However, when I reviewed this I did not think that the 
supervisors had been telling me that because of poor communication their 
relationship with the Head was poor. I was finding therefore that whilst 
clustering seemed to make sense at the time of doing it I really did need to 
repeat this process and question what I was doing much more'. (Appendix 
1, page 379). 
'I had, 'behaviours', as a group. At an early stage I had this as a conflict. 
When I looked at this again and referred back to the interview transcripts 
and the diary I realised that the supervisors were saying those things had 
to be managed. They were also saying though that much of the behaviour 
was within the bounds of what they considered to constitute a 'normal', 
part of behaviour and was related to children achieving a sense of self 
and independence. Some of the behaviour post-its though were about 
individuals challenging the system a little more so I moved this to a group 
saying something about challenging the ownership of lunchtimes and also 
to another group about assumptions that supervisors make about 
children.' (Appendix 1, page 380). 
In the midst of the clustering part of the analysis I realised that I had subsumed, 
'communication', into other clusters. For instance at one stage I had a cluster 
that was about respect and relationships and included communication in this. At 
another stage it was in a cluster about self-esteem. As I re-visited the interviews 
and the diary I began to appreciate that subsuming a communication theme did 
not do this issue justice. Communication was actually a very significant issue for 
the supervisors and I felt that it warranted being a cluster in its own right. 
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Ultimately though I realised that I had to reach the point where analysis had to 
stop as I was finding additional analysis no longer contributed to discovering 
anything new. 
To try to present a coherent account of my understanding of the supervisors' 
lunchtime story I began to try to structure the clusters. Even at this stage I would 
refer back to the transcripts and the interviews. This helped me to see how in 
trying to impose structure it was all too easy to move away from what was 
actually said. For instance an early organisation of the clusters did not reflect the 
sense that the supervisors were giving permission (Le. we let them). Also I had 
immersed the notion of, 'power', into the clusters but I wondered if it perhaps 
needed to be a cluster on its own, or more clearly combined with another. 
'Needing to be needed' was located with self-esteem but I questioned whether it 
was a more prominent feature of the supervisors' story than this. Finally there 
was the issue of collusion, generated through sharing the world of the child. I 
decided to return to the transcripts to confirm if this was what the supervisors 
were describing to me. 
After much pondering, questioning and moving of pieces of paper I seemed to 
have formulated a structure that provided an account of my interpretation of the 
supervisors' perspectives. To be sure this was true to the actual story the 
supervisors shared I again returned to the transcripts, post-its and diary to check 
that the theme names adequately expressed a plausible understanding of the 
supervisors' story. This proved to be a useful exercise as supervisors made 
assumptions about children wanting to help but this was not clear in the clusters 
that I had. Similarly, 'routines', was clearly in the clusters but not, 'rota', which 
was a significant part of their story as, I think, this was something they were 
confident had been within their control. Other elements of the story that I thought 
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weren't adequately reflected in the existing clusters was the supervisors' 
openness to change and consider new ideas. Their belief that they are role 
models to the children, the 'unique'relationship they have with children and the 
team identity were strong themes. I also interpreted their willingness to 
understand each other's strengths and weaknesses, and work around these as 
being prominent in their story. At the early stage of analysis the supervisors' 
perception of the playground 'battlefield' and the they I us divide between them 
and teaching staff did not seem to be well represented. Further, although 
teachers and the Head Teacher were listed as subordinate themes in the 
clusters I did not think that this really communicated what the issues were. When 
I re-considered the data the supervisors' story was about consultation, 
collaboration, communication and understanding each other's role. 
Even at the writing up stage the analysis continued. As I presented the themes 
that I had interpreted from the supervisors' story I found that there were some 
that could not easily be supported by quotes from the interviews. The diary 
contains reference to this: 
' .. . in the Learning theme I have put a sub theme of 'Support for teachers' 
but when I refer back to the interviews and the diary the supervisors do 
not really talk about their role in supporting the role of teachers in relation 
to children's learning. They do think they have a part to play in children's 
learning, but they do not say this is about them supporting the teachers. 
It's a subtle difference but important I think. It says their priorities are 
about the children directly'. (Appendix 1, page 384). 
However, realising that themes may not be easily supported by quotes did not 
necessarily mean that I had 'got it wrong' because the sub themes may well have 
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come from my own interpretation. It did mean however that I needed to re-check 
and be very careful about the results that I was presenting to be sure they 
reflected the supervisors' story and that my interpretation was grounded in the 
transcripts. 
Throughout the analysis process I had recorded my thoughts about the 
supervisors' lunchtime story in the diary. In this section I have presented aspects 
of my thoughts at different stages of the analysis as I was trying to make sense 
of the supervisors' story. As stated in the explanation of the analysis process 
(section 4.3.4) I tried to think about what it was those themes were actually 
'saying'. The emergence of the themes will be discussed in more detail in the 
following sections. 
5.3 Tabled Overview of the Lunchtime Themes 
As I initially began to prepare a written account of the themes that I had 
interpreted from the supervisors' story I was somewhat overwhelmed. At one 
stage I had identified 11 themes, a number with 15 or so sub themes. There was 
not a coherency in what I was doing. I stepped back from it all again and tried to 
think about what it was those themes were actually 'saying'. I reminded myself 
that in using IPA to understand the supervisors' experiences and how they make 
sense of those experiences I needed to consider their perspectives. The analysis 
should not be restricted to children's experiences. In being more reflective it 
became apparent that supervisors wanted to be independent and in control of 
lunchtimes. It was about their self-esteem and their status. It was also about how 
the supervisors felt lunchtimes were about the children playing and learning to be 
independent, now and in the future. This of course is about autonomy and 
agency for both. The supervisors' story further suggested that they were aware 
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of or directly experienced challenges to autonomy and agency, and, likewise, 
factors that strengthened autonomy and agency. 
IPA stresses the importance of lived experience and how the supervisors make 
sense of those experiences. This is coupled with a subjective and reflective 
process which enabled me, as researcher, to gain access to an understanding of 
their experiences. The supervisors' story that they shared with me during the 
interviews was one in which they are trying to establish their own autonomy and 
agency whilst at the same time trying to facilitate children developing their 
autonomy and agency. 
In coming to this realisation the interpretation of the supervisors' story started to 
make sense. Ultimately the analysis and the Reflective Diary had identified two 
primary themes. Associated with each primary theme were two secondary 
themes. Each of the secondary themes encompassed a number of different 
tertiary themes. 
In separating the primary, secondary and tertiary themes I am aware that to 
some extent the delineation is arbitrary. Some of the tertiary themes for instance 
could have rightly been placed in more than one secondary theme. Similarly 
some of the interview quotes could have been allocated to more than one theme. 
The primary, secondary and tertiary themes will be presented on the next page in 
a table (Table 2). 
120 
Table 2: Themes from the supervisors' lunchtime stOry 
Primary Seconda[X Tertia[X Themes 
Theme Themes 
Self-esteem Personal feelings; Qualifications and experience; Offer and acceptance of position; 
Attributes they value; Being needed; Unappreciated. 
Status and Power Working conditions; lack of role clarity; lack of voice; Ownership of space; 
lack of involvement in whole school systems; lack of support; Seeking status; Age; Battlefield. 
Communication 
Challenge Relationship and Conflicts with Teachers 
Children and Respect 
Conflict with Parents 
Supervisors' Responsibility and Blame 
Agency and Time Practical tasks; Time to reflect. Autonomy 
Joy and Motivation 
Demanding Role 
Skilled and Reflective Practitioners 
Supportive Team 
Strengthen 
Shared Lunchtime Culture Children'S culture; Supervisors' culture; Children read supervisors; 
Shared lunchtime culture; Shared lunchtime culture challenges. 
Knowing Children and Developing Relationships with Children 
Management of Behaviour 
Ownership of Lunchtime 
Prima[X Seconda[X Tertiary Themes 
Theme Themes 
Assumptions Age; Gender; Family; Past experiences. 
Dominance of Football 
Challenge Restrictions to Play 
Facilities 
Safety and Risk 
Children's 
Happiness 
Agency and Self-esteem 
Autonomy 
Voice of the Child 
Social Development 
Strengthen Play 
Learning through Play 
Space 
Safety and Risk 
Facilitate and Nurture 
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An account of the lunchtime story themes presented in Table 2 will now be given. 
5.4 An Account of the Lunchtime Themes 
In presenting the results the intention will be to convey the interesting and 
essential meanings of the supervisors' lunchtime story. To enable this an 
account of each theme will be given supported by verbatim extracts. The results 
include descriptive observations in addition to more interpretative comments as 
explored through the Reflective Diary (Appendix 1). 
The account of the results of the analysis will be considered alongside reference 
to existing research into the area of lunchtimes as explored in the background 
literature review (Chapter 2). 
5.4.1 Primary StOry Theme: Supervisors' Autonomy and Agency 
Significantly supervisors' experiences are connected to the children that they 
supervise during lunchtime. The story that they shared in this study has 
considerable focus on children. However, this study isn't just about supervisors' 
views on how children experience lunchtimes. 
Analysis of the interviews was enriched through significant reflection within the 
Reflective Diary. This brought about my underlying inference that supervisors' 
views about lunchtime are significantly underpinned by how they feel about 
themselves and their own autonomy and agency. Autonomy is arguably about 
personal independence and self-sufficiency. Agency entails having the ability to 
control events rather than others determining what you do and who you are. 
The supervisors implied that at lunchtime they would need to be able to take 
independent control of lunchtimes to be effective supervisors. These views 
seemed to relate to their apparent belief that lunchtime opportunities support 
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children to achieve some level of autonomy and agency. Children achieving 
autonomy and agency through play at lunchtime was discussed in the account of 
the background literature review (Davies, 1982; Davies, 1993; Ota et. aI., 1997; 
Broadhead, 2008). In this present study the supervisors implied that an effective 
supervisor would be able to facilitate children's autonomy and agency during 
lunchtime. 
Therefore the supervisors' autonomy and agency was identified as a primary 
theme in the supervisors' lunchtime story. The supervisors' story about lunchtime 
reflected various challenges to their autonomy and agency. It also reflected 
features that strengthen their autonomy and agency. The following sections will 
explore these secondary themes of challenges and features that strengthen. 
5.4.1a Secondary Theme: Challenges to Supervisors' Autonomy and 
Agency 
My understanding of the supervisors' description of their lunchtime experiences 
suggests that in trying to attain autonomy and agency during lunchtime the 
supervisors claim to be faced with certain challenges. These challenges will be 
detailed as tertiary themes. 
Tertiary Theme: Self-esteem (Challenge to Supervisors' Autonomy and Agency) 
In sharing their lunchtime story through the interviews supervisors did not 
explicitly talk about their self-esteem during either interview. In sharing their 
lunchtime story they did however express views which I interpreted as being 
related to self-esteem. As this study is about the supervisors this account of their 
story begins with an exploration of their self-esteem. There will be particular 
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reference to self-esteem issues that challenge the supervisors' autonomy and 
agency. 
Personal feelings 
During the interviews supervisors occasionally expressed feelings that suggested 
frustration and dissatisfaction about their role as a supervisor. 
' ... 1 get cross ... '. Interview 11Line 993 
'Yeah' get annoyed sometimes ... '. Interview 11Line 1263 
' ... feelings of dread ... '. Interview 11Line 1588 
' ... there is days when I must admit I think, what are you doing here ... '. 
Interview 11Line 1629 
Supervisors appear to lack confidence but are aware that they make negative 
comments about themselves. 
'We should be more careful not to put ourselves down'. Interview 2/Line 87 
I believe that such feelings are likely to impact on their self-esteem. 
Qualifications and experience 
Details about supervisors' educational experiences and qualifications were not 
sought though they did make some reference to a lack of formal qualifications. 
This may impact on supervisors' self-esteem. Later though they express 
confidence in their own competencies. 
'I think I've come on since I starting doing this. To be honest if I can manage 
this lot I can manage just about any sort of job. Working in a class as an 
assistant well it'd be dead easy after this'. Interview 11Line 538 
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This concern about qualifications relates to a piece of research quoted in the 
background literature review in which it was stated that supervisors did not see 
themselves as, 'educationalists' (Ross and Ryan, 1994). Low self-esteem may 
be connected to a lack of confidence in their skills. In this study supervisors did 
actually describe a lot of their work as being about teaching and facilitating 
children's learning (quotes related to this are presented in later themes). 
Offer and acceptance of the position 
Rather than feeling they had been specially recruited because they presented 
with essential and desirable attributes to be an effective supervisor, the position 
of supervisor was apparently offered on the basis of convenience to the school. 
'I was asked if there was any parents .... who would come in at 5 minutes 
notice if any of the regulars were off. . .then I was asked to help one to one 
... and when that child left there was a vacancy so I stopped'. Interview 11Line 
405 
'It's handy though. .. do not suppose any of us ... dream of being a dinner lady. 
But you kinda fall into it'. Interview 11Line 418 
Supervisors were perhaps not able to experience a sense of achievement in 
applying for and attaining a position as a supervisor. 
'I didn't even get an interview like. I think they were just so pleased to get 
somebody to do the job'. Interview 2ILine 77 
When sharing their experiences of being offered the role of supervisor at the 
school, and their reasons for accepting it, supervisors explain about 
convenience. 
125 
'For us mothers it's a great job because it fits in. /t's only that hour or so and 
it's a bit of pocket money and it fits in with the children'. Interview 11Line 426 
However, when telling their lunchtime story supervisors in this study share an 
enjoyment of their role and a pleasure about being with children. They also think 
that they have a valuable role. This will be discussed later. 
'We could always go somewhere else if wanted to, if it got that bad'. Interview 
11Line 507 
They may claim to have a choice but if convenience is a factor they may not 
actually have alternative options. Though they talk about this I wonder if the 
supervisors have a sense of being trapped in the job. 
Attributes they value 
In understanding their story I thought that the lack of qualifications was not a 
significant issue for supervisors, certainly in terms of being able to be an effective 
supervisor. They do however express an appreciation of certain personal 
qualities and skills that are helpful. Supervisors appear to be confident that they 
possess such skills (this will be discussed more fully in a later section). Of 
interest, in terms of supervisors' self-esteem and identity, are some of the 
attributes that they value in children. For instance at different pOints in both 
interviews supervisors talk of the value of being 'helpful', an attribute they 
appreciate and reward in children. 
'They like to feel they're helping don't they?'. Interview 2ILine 770 
Supervisors present themselves as busy people who are there to help children. 
Perhaps by rewarding children who are 'helpful' they are by association 
rewarding themselves. 
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Being needed 
I detect vulnerability to supervisors' self-esteem in the way in which they talk 
about wanting to be needed by the school and by the children. 
'Ar they must like us'. Interview 11Line 470 
' ... 1 thrive on that. I love if. Interview 11Line 863 
It seems that supervisors' identity is closely associated to somebody who is 
needed and helpful. l have the impression that being needed appears to boost 
their esteem. 
Unappreciated 
Whilst supervisors want to feel needed their vulnerable self-esteem is further 
demonstrated by my understanding of their need to feel appreCiated by school 
staff. Their comments imply that that school staff do not appreciate them. 
'Welll.don't think they know how hard it can be for us, or if they do they 
never say'. Interview 11Line 491 
'No, I don't think they appreciate us. I think sometimes they think we 'fe just a 
nuisance .. .'. Interview 11Line 493 
' ... but we don't get told we've done a good job either ... '. Interview 21Line 81 
Tertiary Theme: Status and Power (Challenge to Supervisors' Autonomy and Agency) 
This account of the supervisors' story begins with their personal feelings which 
allude to a lack of self-esteem. Prior to initiating this research I had made an 
assumption that supervisors would probably consider their status to be poor. I 
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also thought that they may consider themselves to have limited powers. When 
sharing their story through the interviews supervisors confirmed my assumptions. 
Working Conditions 
One of the challenges that supervisors face are the poor working conditions. The 
pay reward for being a lunchtime supervisor is poor. Supervisors seem 
disappointed in the rate of pay but express awareness that other factors must be 
motivating. 
The pay isn't brilliant but you know what you're getting when you take it. So 
there must be something about the job that we like, cos it isn't the money'. 
Interview 11Line 1655 
They say that some days are particularly challenging and generally it is a 
physically demanding role. 
' .. . you fee/like hanging your pinny up because they are horrible ... '. Interview 
11Line 438 
' ... spinning plates at the same time ... sometimes they crash to the floor'. 
Interview 1/Line 466 
'It can be exhausting that's for sure'. Interview 11Line 468 
Short working hours and school holidays are a positive feature to the job. 
Although supervisors present this as an advantage to their role they imply a 
feeling of being trapped as they say: 
'You get away after an hour'. Interview 11Line 445 
The sheer number of children to supervise is another challenge. 
128 
' ... the children were a bit scary at first because there was a lot of them 
together'. Interview/Line 1480 
Supervisors have no place to store personal belongings or to get refreshments. 
Having nowhere to conduct confidential conversations seems to constitute a 
challenge that further undermines their autonomy and agency. 
'I was thinking it's not right really is it? I mean anybody could walk by and 
hear ... '. Interview 2ILine 22 
In sharing their story the supervisors seem to be conveying awareness that their 
poor working conditions undermine their status within school. 
Lack of role clarity 
Supervisors believe that they are responsible for lunchtimes. 
' ... we're the adults. We get paid to do the job'. Interview 2ILine 1137 
The role of the lunchtime supervisor was explored within the background 
literature and I considered guidance on this to be limited. It was unsurprising 
therefore to find a similar lack of clarity in this study. Arguably, lack of guidance is 
a contributory factor in supervisors' perceived status and power within the 
school. 
'What job description? I've never seen one'. Interview 2ILine 64 
When asked if there had been opportunity to talk with the Head about the 
expectations of a supervisor they recalled: 
' ... to some extent. But I think it was just about making sure the dinners go 
through quickly arid making sure there was no fights. Use your common 
sense really'. Interview 2/Line 71 
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Supervisors talk about the expectations of teachers in a way that suggests they 
perceive a lack of interest in their role. I understand this to exacerbate their 
feeling of low status and limited powers. 
'I think if you asked the teachers .... I don't think they think too much about it to 
be honest. As long as we keep the kids out of their hair they're happy'. 
Interview 11Line 221 
They feel that the Head doesn't have time for them: 
' ... it's not high on her list of priorities .... Maybe she thinks we get paid ... so 
should sort it'. Interview 21Line 1100 
'We would if we had permission'. Interview 21Line 1103 
'When I've done something off my own bat I've been told off about it'. 
Interview 21Line 1104 
The comments about 'permission' and 'being told off convey a perception that 
supervisors have of their low status and limited powers. More generally, the 
perceived lack of thought from teachers conveys messages about the 
supervisory role as being unimportant. Supervisors seem to feel that they are not 
valued beyond keeping children out of the way of teachers at lunchtime. This is 
the supervisors' career. It is a role that they enjoy. They consider that they can 
have some impact on children's development. Supervisors may therefore feel 
disappointed and frustrated with the teachers' apparent lack of interest. A 
possible consequence of this disappointment is that supervisors' perceptions of 
teachers could be affected. 
In the background literature an idea was introduced about children playing what 
. they, 'should play'. Likewise it is possible that supervisors are so unsure about 
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what their role is and what others expect of them that they are concerned with 
trying to be what they think the teachers and parents think they 'should' be. 
'I always think you have to look busy'. Interview 2ILine 838 
'Well you never know who's watching do you?'. Interview 21Line 840 
Comments such as these imply a feeling of being judged by others in school. 
The lack of certainty about their role brings with it a lack of confidence in what 
powers they would be expected to have. They say: 
' ... we're not quite teachers and we're not quite parents but we're a bit of 
both ... '. Interview 2ILine 148 
'We're in-betweenies'. Interview 2ILine 155 
Lack of voice 
In the background literature it was recognised that when people have a vested 
interest in a topic there is likely to be some harmony between their attitudes and 
behaviours (Boulton, 1996). It would seem wise therefore to seek the views of 
supervisors on lunchtime matters. As supervisors comment: 
' ... it's us that's out there ... We know what goes on, we know where the 
problems are, we have an idea as to what might work'. Interview 2ILine 782 
In sharing their story in this study supervisors are expressing significant feelings 
of disquiet. They are unsure about their role and they are unsure about what is 
expected of them. 
Some of their conversation suggests to me that they do not question such 
uncertainty because they lack the confidence to speak up and feel that they lack 
a voice. They also imply that they have not previously been asked for their views 
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so their experience is limited. When they have attempted to share their views 
supervisors believe that they have not been taken account of. 
'It's surprising isn't it, when you get started there's so much to say. I didn't 
realise just how much we did'. Interview 11Line 1895 
'But we've said things in the past and nothing happens so you just get 
disheartened'. Interview 2ILine 258 
They have a positive experience of making a change to the rota but appear to be 
unable to build on this, perhaps through lack of confidence. The rota is one 
aspect of the lunchtime that they feel has been within their control. They refer to 
the rota often during the interviews. 
' ... we sorted out a rota between ourselves ... Head thought it was a good idea '. 
Interview 2ILine 263 
I detect a somewhat apathetic acceptance that having asked for something it is 
reasonable not to have been informed of the outcome. Similarly there is a 
defeatist tone that their suggestions will not be followed. It seems that 
supervisors consider they lack control and ownership of what is happening at 
lunchtimes. 
Certainly when talking about communication and conflict with teachers they feel 
that involvement should come from the teachers and the Head. 
'We don't have the confidence to deal with things ourselves', Interview 2ILine 
1085 
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'Aye but I think that should come from the Head and the staff real/y. They 
should try to involve us more. We're on the saine team for goodness sake'. 
Interview 11Line 785 
'Well we've tried talking to the Head but she doesn't have the time or makes 
promises but nothing happens'. Interview 2ILine 1095 
Supervisors express a belief that it is fruitless to try to improve joint working with 
the teachers. However, feeling powerless to improve collaboration they are keen 
to try again. 
'We should speak up more'. Interview 2ILine 1090 
The supervisors suggest a willingness to try to consult with the Head. However, 
they express a general feeling that their voice is not heard within the school 
system; This challenges their autonomy and agency. 
Ownership of space 
Supervisors' working conditions are such that they do not have a dedicated 
place. Supervisors are uncomfortable about entering the staffroom. Perhaps they 
do not feel that they are part of the, 'staff'. 
'I mean we don't even feel comfortable going into the staffroom for a cuppa. 
No, even though they said we could, but they aI/look at you like you 
shouldn't be there'. Interview11Line 770 
The view being expressed here is that they consider the staffroom to be the 
domain of the teachers. The teachers 'own' the staffroom space. Ownership 
ascribes status and power. Supervisors do not 'own' an equivalent space within 
the school. Instead supervisors have to resort to conversing in the school 
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entrance lobby. I consider this to convey powerful messages about who is valued 
and respected in school. 
Lack of involvement in whole school systems 
The supervisors' story includes elements about whole school systems of which 
they claim to have limited knowledge. Supervisors feel uninvolved. 
'No, they don't ask us about what systems work at lunchtime or anything'. 
Interview 11Line 777 
'They don't even tell us when they've changed something that we should 
know'. Interview 11Line 779 
Their status and power within school is further undermined by whole school 
reward systems. When asked about their involvement they imply an 
inconsistency. 
'We sometimes give them lunchtime stickers'. Interview 1/Line 1082 
They seem to want involvement in rewarding children. 
' ... we could look more at rewarding the children'. Interview 21Line 1050 
Similarly they feel uninvolved in sanctions. In any case they are concerned about 
the lack of impact sanctions have, which reflects on their status and power. 
'I don't know why we bother to send kids in. They're nice and warm. The 
secretary talks to them and then nothing happens'. Interview 21Line 1127 
As with rewards they'd like to be more involved in sanctions. 
'I think we should be able to take action as well'. Interview 21Line 1051 
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My understanding of the supervisors' experiences is that they feel uninvolved in 
whole school systems. This seems to mean that they cannot demonstrate their 
status and power and thus their autonomy and agency is compromised. 
Lack of support for them 
The sense that I am trying to make of the supervisors' story suggests that they 
perceive a lack of support from teachers. 
'They need to support us to do our job'. Interview 11Line 213 
However their low self-esteem and poor status perhaps leads them to expect 
limited support. 
'But we're the ones getting paid to get on with it'. Interview 11Line 215 
As well as experiencing a lack of support, supervisors also feel that their status is 
demeaned by some of the teachers' behaviours. For instance when the whistle is 
blown for children to line up, teachers can be delayed coming out. 
' ... we have to stand and wait for the teachers ... '. Interview 21Line 1036 
'It's like keeping bees still in a line ... some of them wander off. .. '. Interview 
2/Line 1038 
Having to wait could be interpreted as a sign that they are less important in the 
school than teachers. Supervisors also worried about the impression given when 
teachers saw that children were out of their line. They express a concern that it 
reflects poorly on their control. 
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Seeking status 
I have interpreted the supervisors' story as conveying a sense of poor status and 
power within the complex interacting school system. I also detected that there 
may be some attempt to gain status and power within the team of supervisors. 
This relates specifically to the position of, 'senior lunchtime supervisor' . 
The senior claims some responsibility for the appointment of the other 
supervisors. 
'I got them al/ in'. Interview 11Line 413 
She claims to be 'in charge' and believes that the children know this and treat 
her differently. 
'They al/ know that I'm in charge so to speak, so what they do is they wind 
these lot up, but with me they don't'. Interview 11Line 620 
Also, the senior's story differs slightly from the other supervisors in that her 
status occasionally means that other school staff keep her informed. 
'I do, I think with being senior'. Interview 11Line 1050 
The senior also makes statements about her intention to organise the team 
'/'11 swap us around again so we get to know more of the children'. Interview 
11Line 1108 
However the others are confident in questioning the senior's suggestion. 
Furthermore, when talking with the group I did not distinguish an overt hierarchy. 
Maybe the title of, 'senior', has more value when talking to others outside of the 
team, such as the researcher, teachers, Head and Governors. 
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Supervisors seem concerned with the age of a child. The supervisors' story 
implies that with younger children they feel more needed and able to nurture. 
This may have connotations of power. The older children however challenge 
supervisors' status and do not seem to need supervisors as much. Linked to age 
is the physicality of being young and smaller and supervisors use language to 
convey messages about vulnerability. 
'He was only little'. Interview 11Line 1680 
'Her little face ... '. Interview 11Line1685 
This idea of bigger, stronger adults who are caring but powerful is confirmed 
through the repeated use of the term, 'Bless them' (for example at Interview 
1/Line 849). 
The relationships with older children are different too. The older children have 
different needs and interests. Earlier I suggested that supervisors had a desire to 
be needed. The older children's apparent lack of need of them may rankle. 
'I've got no relationship with them. It's a Year 5 class and they don't want to 
know'. Interview 11Line 1100 
They use the 'threat' of a cuddle to curb the behaviour of older children, giving 
the impression that having a cuddle is somehow silly or a punishment. 
' ... ifthey're being silly like, "Do you want a cuddle?" It soon stops them'. 
Interview 21Line 136 
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They do however like to see how children change over time as they mature. 
They realise that children need to have some resilience to cope with secondary 
school. 
' ... and that's great cos they need to be like that when they move up to big 
school'. Interview 11Line 134 
Issues around the age of the child present a complex picture. Supervisors want 
the children to develop and become independent. However, in doing this the 
olderchildren's interests, needs and independence challenge the very things that 
supervisors value or wish to protect, such as their status and power. 
Battlefield 
Later, supervisors' views on positive relationships with children and supervisors' 
nurturing role will be explored. Inconsistent with these views are the references 
to the playground as being akin to a 'battlefield'. They claim to have to engage in 
a battle for ownership. The battlefield analogy is perhaps associated with 
supervisors' self-esteem and perceptions of limited status and power. 
' ... on the playground it can be every man for himself'. Interview 11Line 548 
'It's like gO,go,go. It's a military exercise really'. Interview 11Line 561 
' ... so we're one step ahead ... '. Interview 11Line 623 
Tertiary Theme: Communication (Challenge to Supervisors' Autonomy and Agency) 
The supervisors' conversation implies that they consider consultation, 
collaboration and communication with the Head and teachers to be inconsistent. 
Trey are unclear about what the Head and teachers think is the purpose of 
lunchtimes. They seem uncertain about the expectations they have of 
138 
supervisors and the detail of their role. Supervisors also suggest they do not 
have opportunity to share their views. During the interview they recognise the 
need to be more assertive in improving communication but feel disheartened by 
previous experiences when they have tried to address this and little has 
changed. I would propose that the combination of such concerns is likely to 
undermine their personal autonomy and agency. This in turn may impact on how 
well they are able to support children to develop their autonomy and agency. 
For instance supervisors said communication is: 
' ... one of the biggest bug bears ... '. Interview 11Line 768 
Supervisors assert that communication and collaborative working with the Head 
and teachers could be an effective way of managing lunchtimes. 
' ... if the teacher listened and said the right things it looked better. It looked to 
the children like we were working together and sometimes it did make a 
difference'. Interview 11Line 761 
But supervisors claim that there is little opportunity to work collaboratively. 
'No, not really, it's us on our own'. Interview 11Line 767 
Supervisors spend time with children every day. They profess to a commitment 
to considering the needs of individual children. Later supervisors' views on their 
unique relationship with children will be examined. From this perspective it is 
understandable that they would like to be informed about significant issues 
related to individual children. They wish for a consistent communication system. 
The supervisors' perceptions on communication lead me to conclude that they 
consider it to be a barrier to being able to do their job well. This in turn probably 
impacts on their self-esteem, status and power. 
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'Well we've said about communication. If that was improved it would make 
things easier'. Interview 11Line 1131 
Communication is a two way process but supervisors talk about their concerns 
as though they feel it is others, and not them, who are responsible for the 
communication problem. Some of the anecdotes that they share about poor 
communication include for instance: 
'Often we're in a bit of a fog about things. Who do we refer to? Who's in 
charge? It's about communication isn't it?'. Interview 11Line 1247 
' ... nobody has told you that they are going swimming or to a pantomime or 
certain things like that ... '. Interview 11Line 1267 
In these situations I consider it to be reasonable of supervisors to expect that 
teaching staff would take the initiative to communicate what is happening. I must 
therefore assume that the supervisors' angst about poor communication has 
some foundation. It is not clear though why supervisors do not challenge this 
issue, particularly as they realise more efficient communication could improve 
lunchtimes. However, in the supervisors' story they explain that they were to 
have regular meetings with the Head. 
' ... but that's the Head as well y'see she's busy'. Interview 11Line 1218 
'Yeah but I sometimes wonder what's the point'. Interview 11Line 1564 
These comments hint at supervisors feeling disappointed and dispirited. 
Furthermore, supervisors appear to declare a lack of right to access to better 
communication, support and collaborative working practices. 
'But then that's what we get paid for isn't it?'. Interview 11Line499 
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Poor communication was one of the, 'lacks', identified in the background 
literature (Docking 1988). My experience of working with supervisors had also 
identified communication as a problem. The supervisors in this study share a 
story that contains a depth of feeling about poor communication. Interpretation of 
their story alludes to the powerful impact poor communication has on 
supervisors' self-esteem and perceived status and power. Additionally the 
supervisors consider that it impacts on how well they are able to be effective in 
their role. 
In apparently wanting to be effective they offer an insightful response to a query 
about training. They say that they need: 
' ... something with teachers so we can kind of spell out what we do and just 
, 
sort out what they expect of us'. Interview 11Line 1554 
'And what we expect of them as well'. Interview 11Line 1557 
This is about working collaboratively, being clear about expectations and 
communication. The background literature suggested that a positive school 
ethos depends on shared values as well as clear procedures (Ross and Ryan, 
1994). Supervisors in this study confer with such notions. 
The difficulty in sustaining meetings with the Head comes up again later, they 
say: 
'Maybe we should take the stand on that, get something going again'. 
Interview 11Line 1562 
Supervisors realise they could be more assertive in accepting responsibility for 
improving communication. Take the stand' is a phrase that gives a visual image 
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of somebody immovable, resolute, determined. Maybe they are saying they 
haven't been like that before but need to be. 
' ... we need to get together to decide what we want first. A united front so to 
speak ... we need to stand up for ourselves more'. Interview 2ILine 1146 
The supervisors express significant concerns about communication in the school. 
They suggest that improved communication would enhance their autonomy and 
agency. 
Tertiary Theme: Relationship and Conflict with Teachers (Challenge to Supervisors' 
Autonomy and Agency) 
The supervisors' story of lunchtime denotes a feeling of disappointment in the 
teachers' lack of attention to their role. This is compounded through poor 
communication systems. I have suggested that this undermines supervisors' self-
esteem, status and feeling of power within the school. These factors also seem 
to influence their relationship with teachers. The supervisors' story appears to be 
purporting that the relationship they have with teachers challenges supervisors' 
autonomy and agency. There is for instance a desire to please teachers and to 
present a cheerful persona. 
:Aye and one of the challenges is to try to seem happy cos they don't need to 
look at our miserable faces every day. Sometimes you have to paint on the 
smile'. Interview 11Unes 500 and 503 
They express something akin to a fear of displeasing teachers. 
'Now, watch, don't let Mrs B. hear you say that'. Interview 11Line 403 
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The way that supervisors talk of their relationship with teachers contains some 
contradictions too. I am uncertain if this signifies an attempt to convince 
themselves to think more positively of the relationship they have with teachers. 
For instance, they argue that they get involved in everything with the teachers. 
'I think the teachers don't treat us any different. We are like part of the 
school'. Interview 11Line 1143 
Yet earlier they had admitted that they did not feel comfortable going into the 
staff room for a drink. Furthermore they claim: 
'Well it's because we're not really treated as part of the staff, are we? We just 
come in, do the hour, and go out'. Interview 11Line 774 
They say of the teachers: 
'They are very open and approachable'. Interview 11Line 1150 
Yet earlier they had said that: 
' ... but sometimes it would be good if when you· went to get some support 
they didn't huff and puff like. They need to support us to do our job'. Interview 
11Line 211 
They claim that: 
'They ask for our advice'. Interview 11Line 1152 
Followed by: 
'They don't ask us for our advice but they do approach us in different 
situations'. Interview 11Line 1155 
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Supervisors recount incidents when they considered that their advice had been 
sought. However, the situations that they described are about the teachers 
asking supervisors to be vigilant as a problem with an individual was anticipated. 
Similarly in thinking about how they and the teachers work together supervisors 
ascribe themselves a relatively menial role in joint working. 
'They do work with us though. We blow the whistle but the teachers are more 
authoritarian, they have the authority, more than we do, to get the kids, 
especially the older ones'. Interview 11Line 1161 
This statement also demonstrates how supervisors consider that teachers have 
more 'authority' than they do. 
' ... they're better at getting the kids to line up than we are'. Interview 11Line 
1160 
What isn't clear here is whether teachers being better at getting the children to 
line up is actually about the 'authority' they have. Alternatively it may be about 
lack of clarity over supervisors' role, particularly when a teacher is present. 
Another interpretation on their views of the teachers' authority could be about the 
children's perceptions of the hierarchy. Importantly though, the supervisors' story 
communicates their concerns about their status when compared to the teachers 
status. 
Perhaps linked to feeling inferior to teachers, some comments express 
frustration. 
'I don't know really sometimes I get frustrated that the teachers say we're in 
charge at lunchtime but then they make up the rules as they go along'. 
Interview 11Line 986 
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In the literature review it was suggested that adults are only called into the child's 
world when things become unmanageable (Sluckin, 1981; Davies, 1982). 
Supervisors in this study feel more strongly about this. They think that teachers 
do not want to be concerned with events at lunchtime and expect supervisors to 
manage this on their own. 
' ... they want things to go smoothly on a lunchtime so they don't have to get 
involved'. Interview 11Line 207 
'They leave it to us and say, "It's not my concern at this time. Go and see a 
dinner lady". Interview 11Line 1764 
Supervisors take opportunities to try to diminish the skills of teachers, as though 
perhaps this makes them feel better about themselves. 
'I don't think I'd like to be in a class with a teacher in charge. I couldn't keep 
my mouth shut'. Interview 11Line 567 
Supervisors feel they have a relationship with teachers that is fraught with 
conflict. 
Tertiary Theme: Children and Respect (Challenge to Supervisors' Autonomy and Agency) 
In discussing their relationship with children, supervisors highlighted that they 
perceive themselves to be different to teachers. Also, they consider that the 
children respond differently to them. There is a sense of resignation that the 
children are, 'pushing boundaries' with supervisors. 
'Pushing boundaries, seeing how far they can push things, and us'. Interview 
11Line 365 
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' ... they might not respect us the same. Might not listen as well. Might not 
behave for us as they do for their teachers'. Interview 11Line 971 
' ... they can be quite rude to us sometimes, the way they talk and argue back. 
Sometimes they even ignore us ... but they wouldn't do that to a teacher'. 
Interview 11Line 1321 
Thus, not only do supervisors feel that their status and power within school is 
compromised by the attitude of teachers they appear to feel this is exacerbated 
by the children. 
Tertiary Theme: Conflict with ParentS(Chalienge to Supervisors' Autonomy and Agency) 
In the supervisors' story they express a feeling of being undermined, 
misunderstood and unappreciated by parents. They believe that parents have 
limited understanding of their role. They also state that parents are quick to 
blame supervisors when problems arise. 
' ... when there's a problem we soon get to hear what they think we should and 
shouldn't have done'. Interview 11Line 264 
'But I guess they want their kids to play nicely like. To have a good time. 
They like to think of their child with a lovely big smile, running around, getting 
on with everybody and having a high old time'. Interview 11Line 270 
'I don't know if the mams and dads realise though that when the children are 
playing they are learning as well'. Interview 11Line 273 
Supervisors consider that the role of a supervisor is a challenging one, but they 
argue that parents do not realise how challenging it is. 
' ... and a couple of mums that have been in relieving and they said ... they 
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didn't realise what a difficult job it is'. Interview 11Line 1423 
They make some remarks about parents assuming that their children are 
innocent of misbehaviour. 
'If only they could see what some of their treasures get up to sometimes ... '. 
Interview 11Line 325 
Supervisors purport that parents have a romantic view of what they want 
lunchtimes to be about, linked to their own memories. In trying to make sense of 
the supervisors trying to make sense of their lunchtime experiences I think that 
supervisors are suggesting parents do not realise that play and learning are 
related. They appear to claim that parents do not know what their children are 
really like. 
I have construed such comments to evidence supervisors' feelings of being in a 
privileged position to better understand what lunchtimes are about and how 
children behave at this time. They seem to believe they are more informed than 
parents. They express a feeling of being unappreciated for the contribution they 
make to children's development. 
Moreover the way they talk about their views on parents suggests that there may 
be a battle for control and influence over the children. Supervisors are conscious 
of parental power. 
'I don't think they respect us like they would with a teacher'. Interview 11Line 
1419 
'Were up against the parents sometimes as well'. Interview 11Line 1733 
Supervisors state they would appreciate support from parents. 
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'I'd like them to tell their kids off if we have, just like we used to get from our 
dads'. Interview 11Line 1745 
When asked if the miracle happened how things with parents would be different, 
supervisors replied: 
'They'd leave us to get on with our jobs'. Interview 11Line 1743 
In making sense of the supervisors' account of their lunchtime experiences I 
have interpreted their views about parents as undermining their autonomy and 
agency. 
Tertiary Theme: Responsibility and Blame (Challenge to Supervisors' Autonomy and Agency) 
Supervisors have expressed a wish for parents to leave them to get on with the 
job of supervising as they see fit. They also want support from teachers, but want 
the status and power to manage lunchtimes. Although I think supervisors desire 
this autonomy they seem sensitive to the responsibility for ensuring that children 
are safe. They express anxiety over the potential for being blamed should a 
problem occur. This curbs some of their desire for autonomy. 
'We can't be everywhere all of the time .. .'. Interview 11Line 251 
They clearly feel responsible for troubling teachers if there is a problem at 
lunchtime. 
'I think sometimes they must think we're just a nuisance because we bring 
problems to them'. Interview 11Lines 493 
This may restrict supervisors in seeking support for fear of being seen to be a 
nuisance. Possibly of course supervisors take issues to teachers which they 
might reasonably have been expected to have resolved themselves. This raises 
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questions over why supervisors might not feel able to deal with some lunchtime 
issues. Possibly supervisors perceive their powers to be limited. Maybe they lack 
confidence. The lack of role clarity may result in confusion over responsibility. 
Certainly supervisors occasionally seek to pass on a problem. 
' ... we refer things up ... '.Interview 11Une 1012 
What they possibly mean by this is that they pass on responsibility - it's not said 
that they seek advice, or solve a problem together. They refer, 'up'. Further this 
gives the impression that they consider themselves to be at a lower level within 
the school hierarchy. 
As discussed earlier, another tension for supervisors lies in their understanding 
of what parents want of them. It was suggested that parents transfer a sense of 
responsibility for the welfare of children to supervisors. 
' ... they want us to keep their little bundles of treasure safe, that's what they 
want'. Interview 11Line 320 
Supervisors worry about being blamed should a child be at risk or hurt. For 
instance when expressing a concern that children cannot play in the bushes for 
fear they may get hurt, supervisors suggest that parents should: 
' ... sign something to say if they have played in the bushes and they've poked 
their eye out, it's not our fault'. Interview 11Line 721 
An additional challenge for supervisors is that they believe some element of risk 
is helpful in a child's development. 
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'We are too soft with kids now. I think a bit of risk is good for children. They 
need to try walking along a thin beam to get their balance. And if they fall off 
they learn how to do it better next time'. Interview 11Line 331 
'Enjoy life and take a bit risk, that's what I say. It's what life is about'. 
Interview 11Line 339 
So, on the one hand supervisors accept the responsibility for children's safety at 
lunchtime whilst on the other hand they do not want to be blamed should there 
be an accident. They also value the role that risk plays in a child's development. 
They seem to be encouraging some degree of risk within a relatively safe 
context. Tension seems arise from the supervisors' general abhorrence for over-
protection with an awareness of the expectations of others to keep children safe. 
Tertiary Theme: Time (Challenge to Supervisors' Autonomy and Agency) 
Supervisors' autonomy and agency is further challenged by tensions emerging 
from time. They say that there are a lot of practical tasks to be done in a short 
time. Supervisors want to be reflective in their practice but say they usually find 
little time to think. 
When asked about what their job involves supervisors' immediate reaction is: 
'Oh where do we start?'. Interview 11Line 179 
This gives a strong verbal message that the list is very long. They go on to talk 
about the many chores that they have, for instance: 
'". collecting them from class, lining them up, seeing to them in the hall, 
tidying up with them'. Interview 11Line 179 
'We talk to them, and listen of course'. Interview 11Line 199 
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' ... help children to enjoy their lunch and look after them when they play'. 
Interview 2/Line 880 
' ... teach ... which hand to put the knife in and how to cut things up'. Interview 
21Line 882 
But they say: 
' ... don't think anyone realises ... how much time we spend positive like with the 
kids'. Interview 2/Line 1213 
'It's not just about chiwying them into the dining hall and telling them off. 
There's a lot more that we do and it's hard to explain. You have to see it 
really'. Interview 2/Line 1214 
The supervisors' story is one of acceptance and simply getting on with the 
practical duties. The supervisors present as grounded individuals who see that a 
job needs doing and so do it. But, they feel the practical tasks impact on their 
autonomy and agency because they have so much to do they have to do it 
without thinking. 
'I think that's it, you do it, you do it all. And don't even think too much about 
it'. Interview 11Line 481 
An alternative interpretation of the responsibility to perform so many practical 
duties is that it instils some power in supervisors. They have the power to help 
children or instruct them. The supervisor is an essential player in children's 
lunchtime experiences and this could have a positive impact on the esteem of 
supervisors. Possibly, the supervisors haven't yet internalised how dependant on 
them the school and the children are. 
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A consequence of being so busy is limited time to reflect on the role of 
supervisor. 
'I've never given that much thought'. Interview 11Line 263 
'I hadn't thought of that'. Interview 2ILine 312 
'We don't have time to turn around sometimes'. Interview 2ILine 550 
Yet supervisors argue that to be an effective supervisor you must take time to 
reflect. Even though there is a lot to do a supervisor needs to be aware of what is 
happening at lunchtime. 
' ... we have al/ these things to do, everything to deal with, and we've got to 
have a handle on what's going on everywhere and know how to handle it al/. 
We can't just rush in like a headless chicken. You've got to think all the time'. 
Interview 1/Line 685 
'If you have the time to talk and think then you can think of all sorts of 
different ways of doing the same thing'. Interview 2ILine 1244 
Supervisors believe that time to think is as valuable as fulfilling a raft of practical 
duties. 
'When I first started I think I thought I always had to always look busy so I'd 
be rushing about doing this and that. But have learned now. It's okay 
sometimes to just stand and keep an eye out'. Interview 11Line 1517 
Supervisors believe that being able to be more reflective would make them more 
effective supervisors. 
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Summary of Challenges to Supervisors' Autonomy and Agency 
In their endeavours to be effective supervisors seek to be autonomous at 
lunchtimes. They seem to want to have the power to make decisions about 
lunchtimes. However, in making sense of their story, I have interpreted the 
supervisors' comments to suggest that there are various challenges that interfere 
with their ability to be autonomous. Such challenges begin with their self-esteem 
and feelings about their low status in school and lack of power. These feelings 
are compounded by poor communications systems within school. There seem to 
be underlying tensions in the supervisors' relationships with teachers, parents 
and children. An element of this tension is supervisors' concern about blame 
which conflicts with their belief that a degree of measured risk is helpful in 
children's development. Lunchtime necessitates a long list of practical duties 
which place demands on supervisor time. These time demands present as a 
barrier to supervisors being able to be reflective in their practice. 
My interpretation of the supervisors' story is that these factors present as 
challenges to their autonomy and agency. 
5.4.1 b Secondary Theme: Strengthen Supervisors' Autonomy and Agency 
Alongside factors that challenge I have understood the supervisors' story to 
incorporate factors that they perceive to promote their lunchtime autonomy and 
agency. The lunchtime features that strengthen supervisors' autonomy and 
agency will now be presented as tertiary themes. 
Tertiary Theme: Joy and Motivation (Strengthens Supervisors' Autonomy and Agency) 
This account of the supervisors' story about lunchtime begins with an exploration 
of challenges and conflicts that supervisors seem to experience. This 
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immediately raises questions about why supervisors would choose to continue to 
perform a role that further undermines their vulnerable self-esteem. 
An unanticipated aspect of the supervisors' lunchtime story was the simple joy of 
being with children which to some extent appears to redress the concerns 
supervisors have about lunchtimes. This joy underpins supervisors' motivation 
which supports them to have a sense of autonomy and agency. 
'I like to see that'. Interview 11Line86 
'It's lovely to see'. Interview 11Line 106 
'And them's the best bits. It's what makes you keep coming'. Interview 2/Line 
1218 
'Children are a treasure ... The things they come out with. The excitement they 
have for life .. .'. Interview 2/Line 1220 
Comments such as these communicate something about the supervisors' 
pleasure. There seems to be some joy in being able to observe children's 
enjoyment. In their story of lunchtime supervisors describe how children attempt 
to draw supervisors into their childhood world. 
'And they look to us to play with them sometimes. They like that don't they, 
even the older ones sometimes. They like us to join in with them. It's nice 
really. Makes your realise the job's worthwhile after all when they do that'. 
Interview 11Line 389 
This comment connects to supervisors wanting to feel needed and appreciated. 
Earlier some of the supervisors' personal feelings were presented as challenges 
to their autonomy and agency. Conversely some of their personal feelings could 
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be assumed to inspire motivation and thus strengthen their autonomy and 
agency. 
' ... 1 just love it'. Interview 11Line 431 
'I thrive on that. I love it'. Interview 11Line 863 
'Enjoy if. Interview 11Line 1578 
They also use humour which I think probably helps to diffuse concerns and 
strengthens bonds within the group. 
'We have a bit of a laugh ... '. Interview 11Line 798 
Autonomy and Agency is strengthened through the joy that motivates 
supervisors at lunchtime. 
Tertiary Theme: Demanding Role (Strengthens Supervisors' Autonomy and Agency) 
In their story supervisors celebrate the joy they experience through having 
opportunities to observe children and participate in aspects of their lunchtime 
play. The lunchtime though is not simply about passively enjoying being with 
children. Supervisors talk about how the role of supervisor can be demanding, 
They are however motivated and confident about meeting these demands. 
'It's very challenging. Yes it is. It is a bit. It's different. I like that about the job'. 
Interview 11Line 435 
'It's an important job that we do'. Interview 11Line 1661 
They seem to gain a sense of achievement from aspects of their role. The joy 
and the challenge of the role and the impact they can have on children's 
development motivates them. 
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Tertiary Theme: Skilled and Reflective Practitioners (Strengthens Supervisors' Autonomy 
and Agency) 
Whilst joy and challenge provide the motivation more is needed to be able to be 
an effective lunchtime supervisor. In sharing their lunchtime story through the 
group interviews supervisors provide an account of themselves as skilled and 
reflective practitioners. 
Confidence, or being able to give the impression of confidence, is pivotal. The 
sense that I have made of their story leads me to think that supervisors believe 
they need to communicate to the children that they are in charge. 
'Be confident. Know that you're in charge and that you know what you're 
doing. It'd be no good if the kids thought you didn't know what you were 
doing, even if you don't real/y'. Interview 11Line 600 
Additionally supervisors say they have to be responsive, adaptable and 
reflective. 
' ... have to think on our feet all the time'. Interview 11Line457 
' ... used to shout but I don't now cos I've learned that it doesn't work'. 
Interview 11Line 1501 
Supervisors also believe that to be an effective supervisor you have to develop 
relationships with children and be empathic and sensitive. 
' ... knowing the children, and we do need to, we need to be sensitive to how 
different they are and know how to be with them'. Interview 11Line 668 
'One thing you have to do is respect them'. Interview 11Line 671 
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Whilst being a confident, reflective and sensitive supervisor they are conscious of 
the different roles that they play during lunchtimes. 
'You're a referee, a mum and a doctor and an instigator. You're all these kind 
of things. You think about it there's a lot of trades mixed in there'. Interview 
11Line 653 
The supervisors appear to have experienced little or no formal training. They did 
not claim to have professional qualifications. Despite this the supervisors have 
an intuitive understanding of what skills are required. Supervisors imply that 
understanding develops with experience such that they have an insider's 
knowledge of the children's lunchtime world. 
~ye but / think a lot of it we do, natura/like, without thinking about it. A lot of 
it is gut feeling'. Interview 11Line 485 
'Experience too, you know what works and what doesn't'. Interview 11Line 
487 
' ... use your common sense'. Interview 21Line 164 
This 'gut feeling' implies that being a supervisor might be something of a 
vocation but supervisors also value the skills that develop through the 
experience of being a parent. 
'I think this comes with parenting and you get to know the children'. Interview 
11Line 1366 
If intuition is the foundation of an autonomous and effective supervisor this would 
beg questions about the value of formal training. It is possible though that in the 
absence of training the supervisors have been compelled to rely on their own 
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store of personal resources. When asked specifically about training they seem 
sure that it would not help. 
'You learn on the job yourself'. Interview 11Line 1526 
When asked about 'on the job' training' they agreed this would be useful, but 
would need to be on-going. They believe it would need to be delivered by 
somebody who understands the demands of the job. This may relate to their 
feeling of being unappreciated and the lack of role clarity. 
'I don't think until you've actually done this job that anybody can tell you what 
it's like or how to do it'. Interview 21Line 521 
They identified that this would rely on the relationships within the team for it to be 
effective. 
'But we'd have to get on well, and trust each other'. Interview 2ILine 540 
Supervisors also presented as a reflective and flexible team. During the interview 
they exchange ideas about how things could be improved. 
' ... we keep coming up with ideas about things we could do, and we could, 
couldn't we? ... a proper meeting to decide what we want ... '. Interview 2ILine 
1153 
'It's like everything we do, we try this, it doesn't work, we try something 
else .. .'. Interview 2ILine 608 
Although supervisors consider themselves to be skilled practitioners they are 
concerned about having the skills to be able to manage some children. Together 
they question and explore the issues of behaviour management. There is a 
sense of really wanting to understand and a willingness to learn and to adapt. 
158 
' ... some do it better than others and I think we could all do with being 
reminded or maybe even learning something different'. Interview 2ILine 483 
What they did not talk about was any sort of appraisal or feedback process. 
'I don't think I've turned out too bad though. Well nobody has said anything to 
the contrary'. Interview 2ILine 79 
The supervisors present themselves as being skilled and reflective. They 
suggest that appropriate training and feedback arrangements would enhance 
their skills. The supervisors seem to feel that potentially they could be even more 
effective in the role. 
Tertiary Theme: Supportive Team (Strengthens Supervisors' Autonomy and Agency) 
Supervisors are aware of their own skills as individuals. When talking about 
lunchtimes the group of supervisors seemed to me to present a strong team 
identity. Within the team they recognise and respect each other's strengths and 
weaknesses, and support each other. 
I have the impression that they feel they have to be a team because the teachers 
offer little guidance and do not seek their involvement. 
'So's we just get on with it and do our own things really'. Interview 11Line 781 
The team identity is strengthened through the exclusivity of the team, in which 
there seems to be a divide between supervisors and teachers. This is 
communicated through the language that they use. The word 'we' is used 
throughout both interviews and often used to clarify differences between them 
and teachers. 
' .. .if you bother them'. Interview 11Line 209 
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' ... we're just a nuisance ... to them'. Interview 11Line 494 
'And what we expect of them ... '. Interview 11Line 1557 
Consistent with their autonomy and agency supervisors are confident that they 
are an effective team. The team is strengthened through joint working practices, 
such as routines and a rota that they have developed. 
'I think that's why we work so well. We do work as a team. I think we're quite 
a good team'. Interview 11Line 626 
' ... we know what the routines are. And we work together as a team'. Interview 
21Line 929 
They endeavour to be a fair team through task allocation and adopting a rota has 
helped them to get involved in different areas. 
'I think this way's better because we work more together and we all know 
what's going on'. Interview 2/Line 276 
To further strengthen the team cohesiveness I think they make comparisons with 
previous supervisor teams. They feel there is now a shared responsibility for 
lunchtime. They feel that they are the 'new school' and that they are more 
forward thinking and more effective. 
'They were the old school'. Interview 11Line 1490 
Similarly they compare themselves to the teachers, who they consider not to be 
working well as a team. They also think that teachers lack the confidence to 
admit when they find things difficult. 
'It would be like saying they couldn't do their job'. Interview 11Line 1643 
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Using inclusive 'we' language and comparing themselves to other teams is 
unlikely to sustain a team that can operate collaboratively. Included in the 
supervisors' story about lunchtimes is that they need to work at being a 
supportive team. This takes sensitivity, confidence and trust. Supervisors 
dedicate time to fostering a team bond and they approach this on a personal and 
on a professional level. 
'We get time for a chat before lunch as well and at the end'. Interview 11Line 
1208 
'We don't always talk about the children though. We have general chitchat. 
But that's important too'. Interview 11Line 1210 
'Cos you need that really'. Interview 21Line 11 
The use of the word, 'need', seems significant as this suggests something about 
sharing, supporting and maintaining the sense of, 'team'. They have developed 
friendships and care for each other. 
' ... we've become like friends haven't we? We kinda look out for each other'. 
Interview 21Line 12 
Through talking openly and honestly as a team they learn to respect each other's 
particular strengths and weaknesses. 
'Not all of us are the same but that doesn't matter'. Interview 11Line 572 
'/ know if / needed help ... I'd go to S. because she knows how to handle him 
but / don't'. Interview 11Line 573 
Within this trusting relationship supervisors are able to disagree and challenge 
each other's views. 
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'I think differently to you on that'. Interview 11Line 999 
In my view being able to challenge each other and talk about personal feelings 
takes real strength within the team as well as individual confidence. Earlier I had 
proposed that low self-esteem may be a challenge for supervisors to overcome. 
Now however the idea that they are a confident team has been raised and it is 
suggested this might be considered to be a strength. This apparent contradiction 
could be accounted for by thinking in terms of supervisors having personal inner 
confidence in addition to confidence in each other. This confidence may be 
discouraged by the school system through lack of proper acknowledgment of 
their skills. 
In the light of their concerns about communication with other school staff it is 
interesting that one of the factors that they identify as a strength of the team of 
supervisors is communication. 
'Communicating with one another'. Interview 11Line625 
Meeting briefly prior to their lunchtime duty fosters trusting personal and 
professional relationships. Within the supervisors' story it isn't clear if there are 
other strategies that support such relationships. Possibly it's happenchance that 
this particular team do get on well. If relationships were less positive it is possible 
that the style of supervision would be different. As a consequence the children 
may have different lunchtime experiences. 
However, the supervisors in this study present as a supportive team. Efforts are 
made to sustain this because they feel they are more effective as a team. A 
consequence of the strong team identity appears to be creating a barrier 
between supervisors and teachers. I wonder if the teachers and the Head may 
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possibly consider them to be a formidable team of supervisors. There is the 
suggestion of the team being lonely. The supervisors talk of being an 'in-
betweenie' such that they are neither a teacher nor a parent but a team in-
between them both. 
'We need to be there for each other'. Interview 11Line 1535 
'It is hard, and it could be a lonely job if you felt there was nobody to turn to 
cos nobody understands what it's like '. Interview 2/Line 576 
Within the supervisors' story it is unclear whether supervisors developed a strong 
team identify because as individuals they lacked confidence, felt powerless and 
lonely. Alternatively it may be the exclusivity of the team that creates the barrier 
between supervisors and other school staff. This barrier could compound 
supervisors' feelings of not being a part of the school, which in turn compels 
them to forge a stronger team identity. 
However, the supervisors present their team cohesiveness as a feature that 
strengthens their autonomy and agency. 
Tertiary Theme: Shared Lunchtime Culture (Strengthens Supervisors' Autonomy and Agency) 
Supervisors have created a team identity. It has been suggested that there is 
exclusivity to this team that may preclude collaborative working practices with 
teachers. However, supervisors are not functioning in isolation during the 
lunchtime. The background literature review contained references to children's 
unique lunchtime culture (Davies, 1982; Ota et aI., 1997). Supervisors are in an 
exclusive position to become a significant facet of this lunchtime culture. 
Supervisors in this study recognise that children have a lunchtime culture. They 
also describe a supervisors' lunchtime culture. The supervisors' story suggests 
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children and supervisors have an awareness of the other's culture. There are 
times when the two cultures of children and supervisors merge to fashion a 
shared lunchtime culture. 
In developing a lunchtime world that is shared, supervisors acquire unique 
knowledge about lunchtimes that promotes their self-esteem, status and power. 
The shared understanding about lunchtime also facilitates their autonomy and 
agency. 
The different lunchtime cultures will now be explored. 
Children's lunchtime culture 
In analysing the supervisors' story I came to understand how supervisors 
appreciate that children have their own lunchtime culture. They understand that 
through their culture children make choices about their play and form their 
identities. Children's lunchtime culture serves to moderate each other's 
behaviour and choices. Unspoken rules are donated through the culture (about 
football and the use of space for instance). Supervisors also understand that the 
lunchtime culture is different and more challenging for children than the 
classroom culture. For instance there is uncertainty about rules. 
'I think as well the kids know what to do in the class. They sort of know what 
is acceptable and what isn't'. Interview 11Line 545 
I think that supervisors may believe that despite this uncertainty about the rules 
of the playground children are free to play in a way that can avoid the influence 
of adult suggestion. Children are able to devise games that adults do not 
understand. 
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'But it's like with the made up games, it's not as though we tell them what to 
do. Nor the teachers or the mams. I mean you wouldn't say would you, "Go 
and have a bit roll on the dirty ground with your friend today son". It's funny 
that when you think'. Interview 11Line 172 
' .. . and yet I know if I said, "Play with that pile of leaves", they'd look at me like 
I was a spaceman or something'. Interview 11Line 107 
Within the children's lunchtime culture a social hierarchy is formed. Supervisors 
suggest it is shaped without obvious decision making. This is about children's 
culture and supervisors do not understand how it occurs or believe they have 
influence over it. Their lack of influence appears not to cause supervisors' 
concern. This may be because there are times when they are 'invited' to join the 
children. 
'And they look to us to play with them sometimes'. Interview 11Line 389 
Furthermore, supervisors are keen for children to be independent and think that 
children benefit from the opportunity to negotiate and clarify individual identities 
amongst themselves and away from adult interference. 
'Odd though isn't it, how some are top yet you can't explain why. It's not like 
they have a vote or anything but they all seem to know who's who. No matter 
what we say or do they sort out the pecking order'. Interview 11Line 141 
Supervisors' lunchtime culture 
Operating alongside the children's lunchtime culture is the supervisors' lunchtime 
culture. The supervisors' story is suggesting that part of their culture is about 
facilitating their own autonomy and agency. In trying to bring meaning to the 
supervisors' lunchtime experiences I have already proposed that there are 
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certain features to their story that challenge their autonomy and agency. Such 
features include their self-esteem, status and power, communication, 
relationships and conflict with teachers, parents and children, concerns about 
blame and time demands. Supervisors' joy and motivation, their satisfaction 
gained from the demanding role, the wealth of skills that they utilise and the 
strength of the team are also a part of supervisors' lunchtime culture. These 
latter features reinforce supervisors' autonomy and agency. 
So far not all aspects of the supervisors' story have been explored and some of 
these relate to supervisors' lunchtime culture. Supervisors' lunchtime culture for 
instance also includes getting to know children and develop relationships with 
them. Having a sense of ownership of the lunchtime is another aspect to the 
supervisors' lunchtime culture. A further element to the supervisors' culture is a 
belief that children's independence at lunchtimes should be encouraged. These 
will be discussed more fully in later sections. 
Shared lunchtime culture 
The review of the background literature asserted that children would discover 
adult agendas and this would influence their behaviours (Davies, 1982). 
Supervisors in this study believe that children have developed an understanding 
of adult agendas. They hold the view that children use this to their advantage 
when wanting to pursue their own agendas. 
'The children can tell you which teacher will let them get away with something 
so they go and ask them. They're not daft'. Interview 11Line 1197 
Supervisors believe that children are able to moderate their own behaviours to 
present some conformity to the supervisors' agenda. The supervisors' story 
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alludes to children getting to know and being able to read supervisors and the 
situation. 
'Sometimes y'know they're so clever at knowing just how far to go, and then 
they pull back'. Interview 11Line 368 
'They know what we want'. Interview 21Line 934 
When asked how children know what is expected of them supervisors were 
confident that: 
'I don't know really. They just do'. Interview 21Line 949 
They also think that children read the situation. 
'That's part of the learning though isn't? Pushing boundaries, seeing how far 
they can push things, and us'. Interview 11Line 365 
'I suppose if they want a play fight like they laugh and make it look like a 
great game so's we won't say anything'. Interview 11Line 373 
'They can maybes tell from your face'. Inteview2lLine 976 
Supervisors realise that children have an understanding about adults which they 
will exploit to their advantage. Nevertheless, supervisors express a need to have 
a sense of control which they try to communicate to the children. 
'I'm more confident with the children now and they can sense that so I don't 
get any nonsense'. Interview 11Line 1523 
Whilst being familiar with children's ability to 'read' supervisors they in turn are 
confident that they can 'read' children. It is this mutual reading that creates a 
shared understanding of the lunchtime culture. Presumably the different adult 
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and child cultures have the potential to combine with some coherency and 
compromise. The problem lunchtimes that are discussed in some of the literature 
might occur because of conflict between the two different agendas. 
'They read us like books'. Interview 2ILine 987 
'They think they know us but we can read them like books'. Interview 2ILine 
620 
A further anecdote that exemplifies the shared understanding between children 
and supervisors involves supervisors taking a piece of paper and pen out of a 
pocket as though to write down a child's name. This is signal enough for the child 
to stop whatever it was they were doing. 
' ... and I don't even have to write anything down and they're away. The paper 
goes back. /t's going back to kidology'. Interview 11Line 1168 
They talked of another supervisor who: 
' ... couldn't make anything of them ... there 'd be chaos ... '. Interview 2ILine 981 
This implies that supervisors need to somehow 'shape' children so that they 
understand how a supervisor expects them to behave to ensure there isn't 
chaos. 
Supervising the junior toilet door takes time and supervisors have identified that 
the children make a game of challenging this by trying to get in. 
'Well it's like a game isn't it? For them to see if they can get in before we 
notice them ... 1 think we set ourselves up sometimes'. Interview 21Line 1176 
It is possible that the children and supervisors share an understanding that within 
the school system it is usual for children to try to challenge. Hence, 
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unintentionally perhaps, setting up minor situations for children to challenge 
permits them to devote energy to this, as opposed to something that has the 
potential to be more serious. 
Supervisors have developed certain routines and a rota which the children 
understand and follow. This further promotes the shared nature of the lunchtime 
culture. It also enables the supervisors to feel responsible for having established 
working practices that suit them. 
'I know but weVe got that sussed really haven't we?'. Interview 11Line 563 
'And the children know what to do'. Interview 11Line 564 
Although supervisors wish to retain a sense of confident control part of the 
shared experience is a joy in children. 
'We have a bit of a laugh don't we? Things that kids have done or said'. 
Interview 11Line 798 
The shared lunchtime culture promotes the supervisors' autonomy and agency 
through knowledge. 
Shared lunchtime culture challenges . 
The shared world is advantageous for effective lunchtime management. It affirms 
supervisors' autonomy and agency. However, the shared world also brings with it 
some potential challenges. I am presenting this here as opposed to in the section 
which gives an account of the secondary theme of challenges to supervisors' 
autonomy and agency. The reason for this is simply because I think it makes 
more sense having first explored my interpretation of the supervisors' 
experiences of lunchtime cultures. Also the supervisors' story implies some 
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awareness of how the shared nature of the lunchtime culture can present certain 
challenges. This awareness is, I think, a strength. 
In their story supervisors give the impression it is essential that supervisors 
respect barriers between them and the children. Retaining a barrier confirms the 
supervisory status but also allows children space to enjoy their own lunchtime 
agenda. They were, for instance, critical of one supervisor who was, 
' ... like one of the children .. .'. Interview 11Line 584 
They also talk of the need to be role models for the children. 
'Well you know you don't run down the corridor, cos you're trying to set an 
example ... '. Interview 11Line 587 
Supervisors further illustrate potential pitfalls for adults being drawn into the 
child's world by getting too involved in disputes. 
'It comes down to they are children. The adults fall out and the children are 
friends in five minutes'. Interview 11Line 1452 
Collusion with children is another challenge. In the interpretation of the 
supervisors' story I was concerned that in wanting to enhance the idea of a 
shared lunchtime world with children supervisors might unwittingly collude with 
children. This potentially may compromise the role of the supervising adult and 
undermine other adults. Extracts of the interviews are indicative of some 
collusion. 
' ... something they've told you about their dad like and y'know they'd go mad'. 
Interview 11Line 91 
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'If only they could see what some of their treasures get up to sometimes, it'd 
turn their hair blue'. Interview 11Line 325 
This creates a confusing picture in which the boundaries between children and 
supervisors are blurred. One moment the supervisor is the adult who directs and 
reprimands, then acts like mother, then a teacher and then they are party to 
unsuitable things that children say or do but supervisors do not appear to 
challenge. 
Despite these challenges supervisors appreciate the unique opportunity to share 
the children's lunchtime culture. They are also aware of the supervisory aspect to 
their agenda which drives them to direct children or intervene. Supervisors 
express a desire to moderate this to give children space to play in an 
unpredictable, innovative and creative way. The supervisors' story suggests they 
are keen to offer children opportunities to pursue their own lunchtime agenda. 
Tertiary Theme: Knowing Children and Developing Relationships with 
Children (Strengthens Supervisors' Autonomy and Agency) 
Based on the supervisors' account of their lunchtime experiences I have inferred 
that lunchtimes are about the different child and supervisor agendas. I suggest 
that each has an understanding of the other's agenda. Children and supervisors 
work both alongside and within the agenda of the other such that a shared 
lunchtime culture is created. My understanding of the supervisors' story is that 
this shared lunchtime culture embraces knowing children. It also incorporates the 
development of a relationship with children that is unique. Supervisors consider 
that a positive relationship with children facilitates children's overall development. 
They also appear to believe that relationships are the foundation to the effective 
management of lunchtime. 
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For instance when asked about the necessary conditions to be an effective 
supervisor the responses signify a requirement to know children and to be 
sensitive to their individual needs. 
'I think the biggest thing is probably knowing the children'. Interview 11Line 
615 
' ... watching the children, getting to know them, being available if need be. I 
think that's what our job is about ... '. Interview 2/Line 842 
I sense that supervisors have some confidence in their own abilities to develop 
this knowledge and form positive relationships with children. This is exemplified 
by their views on training. 
'Yes, it's got to be a hands on job. It's all right reading about it. It's about 
personal relationships. And children. They're all different, very individual'. 
Interview 11Line 1527 
In taking this 'hands on' approach supervisors employ different strategies to get 
to know children as individuals to develop relationships with them. Getting to 
know children is done through observation of them at lunchtimes. It also comes 
with experience. 
' ... you get to know the kids and you know which ones you can be silly with. 
And which ones you have to be firm with and which ones you can be daft 
with'. Interview 11Line 1505 
I inferred that supervisors value opportunities to develop their relationships with 
children that are more than observation and informal ad hoc interactions. For 
instance the supervisors had a discussion about the relative merits of being 
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assigned to a class. They were positive about how this helped to boost 
relationships. 
' ... it was possible to bring out good points as well as bad points'. Interview 
11Line 1093 
'I think it made it a lot easier to manage the class having a relationship with 
them'. Interview 11Line 1121 
Similarly when they talked about the lunchtime pupil buddies an earlier system 
had not worked well due to lack of consultation with children. They reviewed the 
system and focussed more on building a relationship with the children and, 
importantly, seeking their views. 
'Yeah we got the kids together and listened to their opinion and went with 
them'. Interview 11Line 1347 
Not only does this convey the value that supervisors place on relationships but it 
also demonstrates supervisors' willingness to be reflective to improve situations. 
They also recognise that as children are the lunchtime experts their views should 
be sought. This issue was raised in the background literature review, with some 
reservation over whether adults might worry about the redistribution of power in 
involving children in decision making (Sheat and Beer, 1994). Supervisors in this 
study however value contributions from children. 
To help foster relationships with children supervisors' comments convey how 
they value the nature of the rota. 
'You get to know more of the kids that way ... '. Interview 2ILine 281 
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The relationship between supervisors and children is further enhanced through 
the nurturing role that they undertake, which they describe as: 
' .... talk to them ... listen. .. comfort ... reassure ... settJe'. Interview 11Lines 199-203 
'It's not about checking behaviour and telling kids off. Well some of it is. But 
you need to do that nurturing'. Interview 11Line 842 
In building relationships with children I sense how supervisors are aware of the 
need to be positive with children. 
'It's good when we've got time to talk and praise the children'. Interview 
11Line 755 
Supervisors introduce an interesting concept of 'codology' or 'kidology' which 
they use in conjunction with humour within their nurturing role to enhance their 
relationships with children. 
'We have what you might call, 'codology'. Yeah. Cold water on a bump. Hurl 
you leg? Oh you've got one that still works'. Interview 11Line 642 
'It's going back to the kidology'. Interview 11Line 1167 
Physical proximity enhances relationships too because it helps to create the 
impression of a shared and private moment between the child and the adult. 
'You need to getnear to the children'. Interview 2/Line 93 
The supervisors convey a belief that they are able to develop a balanced view of 
children. They believe they have an understanding of 'normality' which permits 
them to accept children as they are, even when they present with challenges. 
When asked about a miracle event for instance supervisors claim: 
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' ... the children would just be what you would expect and want children to be'. 
Interview 11Line 1698 
My understanding of the supervisors' story is that they appreciate and respect 
individual children's backgrounds and differences. In the supervisors' story there 
are many references to children as individuals. 
'Yeah but what about those ones that don't join in, or don't have friends'. 
Interview 11Line 55 
'Then you might know that that little'un is always telling tales, so you maybes 
deal with her different like to somebody else who has come with a genuine 
tale'. Interview 11Line 460 
Supervisors claim that within this shared world the relationship is such that there 
is trust between them and the children. They also present themselves as role 
models. 
'They relate to you. They know you're not a teacher as such and they can 
talk to you. And you'l/listen to them'. Interview 11Line 650 
' ... they look up to you ... Interview 11Line 848 
Being a role model is a novel idea not previously raised in my story of lunchtime 
or in the background literature. 
Forging relationships with children that are based on an understanding of 
children is further facilitated through being a parent. 
' ... it's mother to all, mother to none'. Interview 21Line 144 
But they seem aware that their relationship with children is different to that of the 
parent. 
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' ... listen a bit more. You're not as loving. You're not as closely connected. 
You know they're not the little angel all of the time. You know that little so and 
so'. Interview 11Line 931 
They also believe that their relationship with the children is different to the 
relationship that teachers have with children. 
'I don't think we need to be quite as distant... They have to be more 
authoritarian whereas ... we can be more nurturing'. Interview 11Line 955 
I think that supervisors were telling me that in knowing children as individuals 
and being with them during the lunchtime supervisors believe that they are able 
to develop a relationship with children. The supervisors believe that their 
relationship with children is unique and unlike the relationship between children 
and teachers and children and parents. 
In trying to make sense of the supervisors' story I have inferred that relationship 
building is associated with being better able to respond to children's needs. 
Equally I recognise that it is possible that there may be another layer to this. In 
enhancing their knowledge about children and developing this unique 
relationship supervisors find themselves in a powerful position. Teachers and 
parents are excluded from this rather privileged arrangement. Some of the 
supervisors' comments suggest a purposeful attempt to convey and retain 
exclusivity. 
'You know background, sometimes, but you wouldn't talk to others about it'. 
Interview 11Line 1456 
Supervisors clearly value their relationship with children and recognise this to be 
different to the relationships children have with parents and teachers. They refer 
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to themselves as, 'in-betweenies' (Interview 2/Line 155). They are neither a 
parent nor a teacher. They are possibly floundering to establish a firm identity. 
This forms an impression of the supervisors' role as being indistinct. 
I think there is an interesting connection here too with the challenge to 
supervisors' status and power through the age of the child. Supervisors may also 
arguably hold a position that is 'in-between' the older children (particularly Year 
6) and the teachers in terms of the perceived hierarchy. Older children and 
supervisors may therefore be jostling for position. 
Alternatively it might be because they are 'in-betweenies' they are able to gain 
access to the lunchtime world of the children. More closely defining their role 
could restrict their opportunities to be 'in-betweenies' with unique access to the 
children's lunchtime world. The concepts of the shared world and relationships 
with children are considered to be features that strengthen supervisors' 
autonomy and agency, but some aspects, such as the 'in-betweenie' role, 
challenge it too. 
Tertiary Theme: Management of Behaviour (Strengthens Supervisors' Autonomy and Agency) 
The issue of children's behaviour is a complex one. On the one hand aspects of 
children's behaviour and the need to manage this challenge supervisors' status 
and power. On the other hand supervisors expressed a confidence in a range of 
behaviour management strategies. On balance, in this story of lunchtimes, I have 
drawn the conclusion that behaviour management is a factor that strengthens 
supervisors' autonomy and agency. 
Contrary to some of the literature that was reviewed (for instance the Elton . 
report, 1989; Ross and Ryan, 1994) supervisors in this study experience 
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children's lunchtime behaviour as being of some concern, but not significantly so. 
They say that they experience children getting on with each other and playing 
cooperatively. 
'Most of them do really most of the time '. Interview 21Line 939 
Behaviour doesn't seem to be a generic issue but the ramifications of it can be. A 
child can become a poor role model and others may imitate to see how far they 
can go. 
'Sometimes if they see this child getting away with something they have a 
little go at it to see how far they can push the boundaries. So they do a little 
test'. Interview 11Line 1041 
However supervisors suggest they are aware of behavioural challenges and are 
prepared to respond if the need arises. In managing children's behaviour part of 
the difficulty for supervisors is about the lack of communication and limited 
collaborative practices with other school staff. A further challenge is a perceived 
lack of respect from children, which has been discussed earlier. Nonetheless 
supervisors feel they have a range of strategies at their disposal. They think that 
behaviour management is enhanced through their understanding of children's 
culture and knowing and respecting individuals. 
That's where being approachable helps ... '. Interview 21Line 226 
• ... not kinda chasing after them. Youre the one that's in control like', Interview 
21Line 390 
• ... make sure there's none of their mates about and have a quiet word like', 
Interview 21Line 391 
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' ... you have to respect them really. That way they don't have it in for you 
either. You always keep your relationship on a positive footing'. Interview 
2/Line 401 
Supervisors appreciate there are specific occasions when their confidence is 
vulnerable. They raise this in a reflective and enquiring way. 
'I'd like to know how to avoid problems ... '. Interview 2/Line 443 
Supervisors' behaviour management skills and their willingness to be reflective 
strengthen their autonomy and agency. 
Tertiary Theme: Ownership of Lunchtime (Strengthens Supervisors' Autonomy and Agency) 
The background literature suggested teachers have a limited awareness of what 
is happening at lunchtimes and only really become involved when problems are 
brought to their attention (Sluckin, 1981; Oayies, 1982). Supervisors in this study 
confirm this view. They believe that the Head and teachers have limited interest 
in the purpose of lunchtimes or what is happening during the lunchtime. 
Supervisors in this study do more than confirm views espoused in the existing 
literature however. They express a keen sense of responsibility for children at 
lunchtime. They would like to acquire and maintain ownership of the lunchtime. 
My understanding of their story is that supervisors want to develop their own 
lunchtime autonomy and agency. They wish to use their skills and power to 
control events at lunchtimes for the benefit of children's autonomy and agency. 
Earlier the shared lunchtime culture was discussed and it was suggested that 
other adults are excluded from aspects of the lunchtime culture. This. arises 
naturally because other adults aren't present but also through collusion between 
supervisors and the children. This exclusion of other adults consolidates 
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supervisors' ownership of lunchtimes. The desire to take ownership of lunchtime 
is expressed through supervisors' frustrations over who is considered to be 'in 
charge'. 
' ... 1 get frustrated that the teachers say we're in charge at lunchtimes but then 
they make up the rules as they go along'. Interview 11Line 986 
'I find it hard knowing who is in charge when the teacher is there '. Interview 
21Line 1042 
I think they may be worried about being judged by teachers as this would 
undermine their self-esteem and status. 
' ... when teachers come out and I do sometimes cringe when things 
happen ... '. Interview 21Line 1190 
Ownership of lunchtimes is conveyed through supervisors' smooth organisation 
which relies on their routines and the rota. Possibly this also gives supervisors a 
feeling of security. Sharing an understanding with children on organisational 
matters affirms their ownership. 
' ... but we've got it sussed really haven't we? And the children know what to 
do'. Interview 11Line 563 
'We've got a routine. That rota's good ... We could look at the clock and we 
know what we should be doing and where we should be'. Interview 11Line 
1493 
The counter argument to this is that when problems occur at lunchtime it reflects 
poorly on supervisors. They might be perceived, or perceive themselves to be, 
as incapable of controlling matters at lunchtime. 
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The claim for ownership is not restricted to smooth organisation. The discussion 
about the shared world conveyed supervisors' understanding that children are 
able to 'read' supervisors and their agenda. For that reason I think supervisors 
are keen to present a particular 'persona' to the children which gives the 
impression of being confident and in control. This is rather like the 'kidology' and 
'codology' that they referred to in sustaining relationships with children. 
'Be confident. Know that you're in charge and that you know what you're 
doing. It'd be no good if the kids thought you didn't know what you were 
doing, even if you don't real/y'. Interview 11Line 600 
The idea that children should accept that supervisors are confidently in control is 
particularly important to supervisors. This is perhaps connected to their 
vulnerable self-esteem and sense of status and power. 
In conjunction with presenting a persona to the children supervisors use words 
and phrases that suggest their experiences of supervising are about having 
power to give or withhold permission in a way that assumes ownership. The 
supervisors' story contains numerous references to this, for instance: 
'To let them .. .'. Interview 11Line 3 
' ... allow this'. Interview 11Line 1609 
I deem this to imply that supervisors therefore try to create an impression of 
being in control through persona and language. They also feel it is important to 
be aware of everything that is happening at lunchtimes to give a strong indication 
of 'ownership'. 
The pursuit of ownership is particularly sought through being able to see what is 
going on. There are numerous visual references made during the interviews 
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' ... watching the children. Keeping an eye on them ... Just being watchful'. 
Interview 11Line 820 
'We can keep an eye on things'. Interview 11Line 701 
'It's a good lunchtime when you can see them all and you know what they are 
doing'. Interview 11Line 732 
'You've got to be constantly watching'. Interview 2/Line 801 
' ... they need to know, the kids, that we're looking at everything ... '. Interview 
2/Line 818 
' ... if I stand back and just watch I learn all sorts of things ... '. Interview 2ILine 
825 
In trying to make sense of their story I came to appreciate that the visual 
language conveys something about the very core of how supervisors view their 
role. It is about seeing everything that goes on. But I think supervisors also want 
to give children the space to play independently, within the parameter of being 
able to be seen. 
'You've got to give them space. You can't like be over them all the time. It's 
not like were patrolling around looking for trouble to sort out'. Interview 
11Line 823· 
Being aware of what is happening bestows power to the supervisors. This seems 
to give them the ability to control which generates a sense of ownership of 
lunchtime. Other adults are not in a position to see what occurs at lunchtimes 
and perhaps cannot therefore make a strong claim for ownership. 
182 
Summary of Features that Strengthen Supervisors' Autonomy and Agency 
The supervisors' story of lunchtime conveys their feelings about the various 
challenges which interfere with their lunchtime autonomy and agency. 
Nonetheless supervisors have a joy of children which compensates for the 
challenges. They consider their role to be a demanding one but feel confident 
that they have a range of valuable skills. They endeavour to be reflective in their 
practice. They also present as a strong and supportive team. 
Supervisors have developed an understanding of lunchtime cultures, aspects of 
which they share with children to enhance autonomy and agency. This is further 
consolidated through supervisors' unique knowledge of children and their 
relationships with them. Although potentially challenging some of the children's 
behaviour presents supervisors with opportunities to employ their understanding 
of the shared culture and their relationships with children. Challenging behaviour 
also provides supervisors with opportunities to demonstrate their skills anq to be 
reflective. This understanding of the lunchtime culture and the supervisors' skills 
promotes the pursuit of ownership of lunchtimes. It is through ownership that 
supervisors feel they would be able to demonstrate their autonomy and agency. 
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5.4.2 Primary StOry Theme: Children's Autonomy and Agency 
Children are able to take a break from class work to have lunch and see to 
personal needs. However I have understood that in the supervisors' story one of 
the main purposes of lunchtime is about children achieving autonomy and 
agency. As defined earlier, autonomy is about personal independence and self .. 
sufficiency. Agency is independent ability to control events. 
Features of the supervisors' story of lunchtime suggest that the underlying theme 
is about their own autonomy and agency so that they can be effective 
supervisors. Supervisors believe that play at lunchtime provides unique 
opportunities for children to develop emotionally and socially and that as such 
this strengthens children's present and future autonomy and agency. 
I detect that supervisors believe they have a role in facilitating children's 
realization of autonomy and agency. The background literature suggests that 
lunchtime play is about enjoying and coping with the present and preparing for 
the future (Sluckin, 1981). However the existing literature did not single out the 
extent that supervisors are involved in this or how they are concerned with 
getting it right. 
'Well that's right, you need to think about what you're doing don't you? 
Especially as it's children weTe dealing with and if we get it wrong with them 
when they're so young it could have some impact on what they turn out like'. 
Interview 21Line 646 
The supervisors' story about lunchtime reflected various challenges to children's 
autonomy and agency. It also reflected features that strengthen their autonomy 
and agency. 
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5.4.2a Secondary Theme: Challenges to Children's Autonomy and Agency 
The challenges that supervisors believe children face i~ enhancing their 
autonomy and agency will now be presented as tertiary themes. 
Tertiary Theme: Assumptions (Challenges to Children's Autonomy and Agency) 
Earlier it was suggested that supervisors experience the age of the children to be 
a challenge to supervisor's autonomy and agency. Supervisors' attitude towards 
age and older children is such that I think this in turn presents as a challenge to 
the children's autonomy and agency. For instance supervisors spoke of using a 
'cuddle' to curb the behaviour of older children (Interview 2/Line 136). This could 
result in children feeling uncomfortable about seeking physical comfort. 
There is a lack of trust of some older children. 
• ... the juniors real/y ... getting up to goodness knows what'. Interview 21Line 
670 
Thus older children in the school may feel that adults do not trust them or nurture 
them in the same way they do for younger children. This lack of trust may shape 
the choices they make at lunchtime and their identity. 
Gender 
To a lesser extent gender is raised. Supervisors make comments that reflect the 
different expectations they have of boys and girls. This will possibly shape the 
choices children make which in turn may challenge their autonomy and agency. 
'1 think it's just boys are sorta expected to run around more, or play fight. The 
girls don't do they?'. Interview 11Line 166 
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'The girls ... make up more games'. Interview 11Line 125 
'Or perhaps they lack the imagination of the girls'. Interview 11Line 164 
They suggest that it is expectations about the way that boys should play that 
inhibits their imaginative game playing. The supervisors' story is not explicit 
about how such expectations are communicated to boys. 
Family 
Supervisors refer to their personal knowledge of children's families. I understand 
this to be them using such information to formulate assumptions about the 
messages that parents give to children. 
'Well sometime you only have to look at their families. It's a shame really; 
some of them don't stand a chance'. Interview 11Line 155 
The concern for children's autonomy and agency here is that such assumptions 
could be communicated to the children and the comments could become a self-
fulfilling prophecy. The assumptions may also make a difference to the 
relationships that supervisors have with those children. 
Past experiences 
Further assumptions are made about children's likely behaviour based on 
supervisors' past experiences with them. 
' ... you get to know the children, which ones are likely to create so they're the 
ones you know to keep an eye on'. Interview 11Line 1366 
Supervisors claim to be able to 'read' children. They claim to be able to do this 
partly through their knowledge of individuals and their understanding of children's 
lunchtime culture. SuperviSOrs also rely a little on their intuition. Again these 
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assumptions may impact on the choices that children make and their sense of 
autonomy. 
Tertiary Theme: Dominance of Football (Challenges to Children's Autonomy and Agency) 
Consistent with other research the issue of football comes up in relation to its 
dominance for older boys. 
'But the boys, its football, football, football'. Interview 11Line 1822 
' ... the football was a bit of a problem, as usual. The bigger ones were 
hogging it'. Interview 2ILine 1000 
Other research reviewed in the background literature suggested that games are 
an arena where opposition is expected to test and realign social identities 
(Goodwin et aI., 2002). Football provides a means for boys to socialise, solve 
problems and sort their social hierarchy. In this study it's not necessarily the 
game of football itself that supervisors consider to be a problem. It is the way that 
the children play it and the expectations they have about being allowed to play in 
a domineering way. 
' ... you only have about 20 or so lads and they have most of the playground 
so it's not fair. The girls can't get a ball and throw that...'. Interview 2ILine 326 
' .. .. they all need a fair crack at the whip at lunchtimes. Be able to have a go at 
whatever they want'. Interview 2ILine 1024 
There is also concern expressed amongst the supervisors that the boys are 
limiting their own experiences at lunchtime. They imply that they think playing 
football is of limited benefit to children's development. 
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·It would make a nice change if they played something else'. Interview 2/Line 
333 
'Use their brains a bit more. Mix more with the girls and the younger ones. 
Have a bit of a chat'. Interview 2/Line 339 
Supervisors expressed the view that the dominance of football is a potential 
challenge to children's autonomy and agency through restricted choice and 
ownership of space. Social identities are ascribed through either inclusion or 
exclusion from the main football game. 
Tertiary Theme: Restrictions to Play (Challenges to Children's Autonomy and Agency) 
In a later section comments about the quality of children's play are discussed as 
a factor that strengthens children's autonomy and agency. However, supervisors 
also feel that aspects of children's play present a challenge. Their lunchtime 
story includes concerns about influences on children's play, the lack of variety 
and the lack of play skills. 
• ... they seem to want to sit back and be entertained don't they? It's with the 
electronic games and the television, they don't have to think now, just press a 
button'. Interview 11Line 111 
'It'd be better if they knew how to play and how to share things'. Interview 
tiLine 752 
Supervisors would appear to prefer it if children had a willingness to engage in a 
wider range of play opportunities to boost their autonomy and agency. If a 
miracle happened supervisors would like the children to: 
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' ... try different things, not just stick to the same things every day'. Interview 
11Line 1880 
They want variety and choice for the children but I wonder if the children do have 
some choice and still, 'stick to the same things', would this be acceptable, 
provided it really is a choice that they were free to make? 
It may be conjecture that children do not playas they used to and now rely on 
electronic games. It is possible that children play more than they are given credit 
for. Indeed, later in their story, the supervisors share observations about the 
variety they observe within children's play. 
Ultimately the supervisors seem concerned that restrictions to choices in play will 
impact on children's autonomy and agency. 
Tertiary Theme: Facilities (Challenges to Children's Autonomy and Agency) 
The background research that was reviewed suggested that children wanted 
space and equipment (Evans, 1996). Similarly in this study, children are said to 
be enjoying the lunchtime play opportunities but supervisors are apparently 
concerned about the lack of facilities for children to develop their play. 
' ... and they come out, to what, I mean really what is there?'. Interview 11Line 
747 
'They do need a net to throw a ball at. They've got a choice then, whether to 
play or not'. Interview 11Line 1846 
Supervisors also think there should be clear expectations of children using the 
play areas and resources. 
' ... we need to set things up with teachers'. Interview 21Line 241 
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Supervisors seem to be suggesting that the implication of poor play facilities is 
that this reduces children's choices. This in turn restricts children's autonomy and 
agency. 
Tertiary Theme: Safety and Risk (Challenges to Children's Autonomy and Agency) 
During the interviews supervisors talked about how they feel there is an 
expectation from parents and teachers that ensuring children's safety is the 
responsibility of supervisors. Supervisors seem not to welcome such a 
responsibility for fear of being blamed should safety be compromised. 
However, supervisors are particularly challenging about what they see as the 
over-protection of children. They claim that it is the adult attitude towards risk that 
compromises children's autonomy and agency. They argue that children can 
learn through taking risks. They talk of trusting children to use their common 
sense to guide their choices. Supervisors express a measure of confidence in 
children's decision making that stems from their unique knowledge. 
'They know, well most of them do, they know how far to go. I mean you 
wouldn't find them trying to scale up the side of the school wall or do 
something really dangerous. Kids aren't daft and I think we should give them 
more credit than we do. They usually have common sense'. Interview 11Line 
341 
They rightly point out that they (or other adults) won't always be there to protect 
and guide children. Their argument is consistent with the notion that learning 
through play is preparation for the future. They are also keen to avoid 'paranoid 
parenting' (Furedi, 2002). 
190 
They need to sort it out their selves cos we won't be there all the time to do it 
for them'. Interview 11Line 350 
Summary of Challenges to Children's Autonomy and Agency 
In exploring the supervisors' story of lunchtime I have made some relatively 
tentative inferences about challenges to children's autonomy and agency. Some 
of these challenges arise from assumptions that supervisors make about children 
and what they perceive to be limiting factors in play choices. 
5.4.2b Secondary Theme: Strengthens Children's Autonomy and Agency 
The interpretation of the supervisors' lunchtime story has led to speculation over 
lunchtime factors that strengthen children's efforts to attain autonomy and 
agency. These factors will be detailed as tertiary themes. 
Tertiary Theme: Happiness (Strengthens Children·s Autonomy and Agency) 
Research into children's feelings about lunchtimes had been reviewed as a part 
of the background to this study (for example, Titman, 1994; Blatchford et aI., 
2003). In this present study supervisors have clear views about children's 
happiness. They consider that children should be happy at lunchtimes. They feel 
that they have some responsibility to ensure that children enjoy their lunchtime 
experiences. Aside from the intrinsic pleasure that being happy brings at that 
moment supervisors seem to believe that a state of happiness facilitates 
children'S future autonomy and agency. 
Supervisors state: 
~s long as they're happy. That's what we're here for'. Interview 2/Line 139 
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Through their belief that they know children supervisors are confident that 
children generally enjoy lunchtimes and feel good about supervisors. 
'They associate us with that nice time of being fed and playing'. Interview 
11Line 969 
The supervisors claim to be very busy at lunchtime though. Thus the challenge to 
balance the practical demands of the role with wanting to ensure children are 
happy may be a frustrating conflict for supervisors. Nonetheless I think that the 
supervisors consider happy children to be capable of developing autonomy and 
agency. 
Tertiary Theme: Self-esteem (Strengthens Children's Autonomy and Agency) 
Supervisors' comments suggest they regard lunchtimes as an opportunity for 
children to achieve success through play. They are implying that for some 
children success may not be experienced in the classroom context. Achievement 
at lunchtime boosts children's self-esteem. Ultimately self-esteem enhances 
children's autonomy and agency. The assumption is that there isn't an acute 
sense of the right or wrong way to play. 
' ... that's one of the things about being on the playground, even the ones who 
find class work hard can play and get some success'. Interview 11Line 52 
Tertiary Theme: Voice of the Child (Strengthens Children's Autonomy and Agency) 
Closely linked to children's autonomy and agency is the voice of the child. In the 
existing research a study was reviewed in which it was reported that children 
wanted to be involved in decisions about lunchtime initiatives (Blatchford, et al., 
1990). 
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Supervisors say that, as with the buddy system, issues need to be properly 
discussed and negotiated with children. Involvement encourages a sense of 
ownership. 
'It is important to kids to have their say, to say what they want to say'. 
Interview 1/Line 1389 
' ... what you have to do is give ones that's mostly involved the chance to say 
their bit... '. Interview 2ILine 733 
The sense that I made of this aspect of the supervisors' story is that they 
endeavour to listen to the voice of the child. In doing this the supervisors are able 
to strengthen the children's autonomy and agency. 
Tertiary Theme: Social Development (Strengthens Children's Autonomy and Agency) 
The background literature suggests that at lunchtime children learn social skills 
to enable enjoyment of the present but also to prepare for the future (Sluckin, 
1981; Ross and Ryan, 1994). Supervisors in this study believe that for children to 
develop their autonomy and agency they need to practice essential social skills 
at lunchtime. 
'Social skills'. Interview 11Line 33 
'I think they need to have their little arguments though don't they? They need 
to learn how to sort things out amongst their selves', Interview 11Line 1883 
'Well it's what they need when they're up, adults like', Interview 2ILine 49 
The supervisors' role in children's social development was not particularly 
highlighted in either the job descriptions that were considered or in the 
background research that was reviewed. In sharing their story about lunchtime 
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supervisors in this study talked of a sense of responsibility for promoting 
children's social skills. 
' ... try to get them to sort out their own little problems'. Interview 11Line 879 
'We have to kinda, listen and advise. them, sort of guide them'. Interview 
11Line 924 
'We set things up ... we try to make sure that the children are playing and 
getting on with each other'. Interview 2ILine 46 
Arguments between children are considered to be, 'minor', (Interview 1/Line 
1395). I am surmising that supervisors expect children to quarrel at lunchtime. 
They appear to value these as opportunities for children to practice resolving 
disputes. 
Of more concern to the supervisors is play fighting. 
The play fighting's the worst though. They don't know when to stop and 
some of them don't know their own strength '. Interview 11Line 1399 
Supervisors say they need to moderate play fighting because children lack self-
control. This contradicts another part of their story that suggested adults should 
trust children to make good decisions about risk. 
In some of the literature reviewed as part of this study it is argued that rough and 
tumble play is an important means by which boys develop and maintain 
friendships (Reed and Roth, 2001). The research suggested that boys use 
physical activity to express emotions. The supervisors in this study are struggling 
to see these benefits. 
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Despite their concerns about play fighting the supervisors' story contains 
significant references to the value of practising social skills during lunchtime. 
Tertiary Theme: Play (Strengthens Children's Autonomy and Agency) 
The literature review outlined the value of play (Roderick, et aI., 1997; 
Broadhead, 2008). The unique significance of play at lunchtimes was espoused 
(Hillman, 1993; Thompson et aI., 1997). Contrary to this view various studies 
were presented that explored problems encountered at lunchtime (for instance 
Titman, 1994; Blatchford, 1998). The concerns about lunchtime behaviour cast 
doubt on the realisation of the likely benefits of lunchtime. Moreover the scarcity 
of research into the views of lunchtime supervisors meant that it was unclear 
whether supervisors understood the value of play and their role in promoting 
positive lunchtime experiences. 
However, in this study the supervisors' story about lunchtime revealed strong 
views about the relationship between children's social skills and their play. 
Consistent with the background literature supervisors acknowledged that 
children's play opportunities are limited by changes in society and protective 
parenting. 
'It's good for them to play though isn't it? Some of them don't get much 
chance to do that nowadays'. Interview 11Line 62 
Earlier it was observed that supervisors perceived play to present a challenge to 
children's autonomy and agency. They discussed the routine nature of children's 
play today. They also said that children now needed to be entertained. 
Conversely the supervisors' story also reflects variety and imagination in 
children's play. 
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At lunchtime supervisors experience children playing in a special way that is 
distinctive to children. Their observations of children's play expound the 
explorative nature of play, the wonder of play and children's imaginations. 
Supervisors appear to appreciate that the value of play lies in the child's control 
of how they play. 
'Playing is like experimenting isn't it. Mums and dads, Doctors and nurses. 
"Oh I wonder if I can catch the ball 10 times". Interview 11Line68 
' ... have a go and see what happens, where it takes them'. Interview 11Line 71 
~ leaf turns into a special thing that gives them power or a sound that makes 
them travel through time'. Interview 11Line 104 
Supervisors talked of their responsibility for supporting the development of 
children's social skills. They express a similar sense of responsibility for 
supporting them in their play. 
'We do need to help the children to play. I think that's part of our job, about 
showing them things like sharing and taking turns'. Interview 11Line 1849 
This willingness to promote children's play might have a supplementary benefit. 
As the adults who permit children to enjoy play the power of the supervisor may 
be enhanced. Equally though play opportunities promote children's autonomy 
and agency. 
Tertiary Theme: Learning through Play (Strengthens Children's Autonomy and Agency) 
The background literature review presented information about school lunchtime 
being an opportunity for children to learn through play (Speigal, 1999), It also 
suggested that having a break from formal learning prepared children to focus 
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their attention when back in the classroom (Pellegrini and Davis, 1993; Pellegrini 
and Bjorklund, 1996). Supervisors in this study make an association between 
play and learning when they discuss the purpose of lunchtimes. 
' ... counting when they walk on the number lines, learning rhymes and such 
like'. Interview 11Line 278 
'The learning just carries on, but in a different way'. Interview 11Line 282 
In the literature review there is recognition that formal education experiences 
inform children'S play. Supervisors include this in their story about lunchtime 
when they describe how a class topic on the Fire of London influenced children's 
play. 
' .. . playing a game where some of them were trapped and firemen coming to 
save them'. Interview 11Line 394 
Learning through play is valued by supervisors but they also talk of children 
needing to be physically ready to learn. Furthermore they dwell on the potential 
stress placed on children when learning. 
' ... well having a break helps with their learning ... '. Interview 11Line 16 
' ... Iunchtimes are about having a right good play and being happy. Not having 
to put up with any bother or worry about schoolwork'. Interview 11Line 310 
Tertiary Theme: Space (Strengthens Children's Autonomy and Agency) 
Arguably, space is a valued commodity as it provides opportunities. The 
supervisors' story suggests that they value children being able to use space and 
having ownership of space promotes their autonomy and agency. 
'/t's lovely when they can get on that big field'. Interview 11Line 710 
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' ... the field is massive so there's plenty of spaces for them ... '. Interview 2ILine 
293 
Tertiary Theme: Safety and Risk (Strengthens Children's Autonomy and Agency) 
Concerns about children's safety have already been discussed as being a 
challenge to supervisors' and children's autonomy and agency. However 
supervisors also consider that elements of risk in children's play, within the 
confines of a relatively structured environment, could be beneficial. 
'I think a bit of risk is good for children'. Interview 11Line 331 
Tertiary Theme: Facilitated and Nurtured (Strengthens Children'S Autonomy and Agency) 
Throughout the supervisors' story of lunchtime they discuss factors that 
challenge or strengthen their autonomy and agency and that of the children. 
They offer views about the role they have in both the challenging and 
strengthening lunchtime features. Often the supervisors used words such as 
'nurture' and 'facilitate'. The essential meaning that I have extrapolated from 
such comments is that supervisors believe children will develop their autonomy 
and agency if nurtured. 
The supervisors create a visual image of a motherly and nurturing figure through 
mention of their 'pinny' (for instance in Interview 1/line 439). Additionally they 
make a number of statements that give a sense of children being nurtured at 
lunchtime. 
'For me it's about potential. I like to think of them as the half full glass'. 
Interview 11Line 891 
'It's about being the wind beneath their wings'. Interview 2ILine 44 
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' .. .if we can make it better for them kids it's worth it, cos that's what we're 
here for isn't it?'. Interview 2ILine 1250 
Supervisors explicitly draw a distinction between the practical aspects of their 
role and nurturing. 
There's two aspects really. Making sure, like you said, facilitating them 
getting their lunch, but then nurturing them ... '. Interview 11Line 838 
'It's a mixture of codology and mothering'. Interview 2ILine 120 
By taking on a nurturing role this might be conceived as a means of asserting 
power over children. However, my perception of how they talked about nurturing 
was that they genuinely wanted to demonstrate care and respect. 
' ... they're just individual people but they are somebody's children and that's 
aI/ they are, children ... '. Interview 11Line 846 
Summary of Features that Strengthen Children's Autonomy and Agency 
Children's autonomy and agency is challenged through various lunchtime 
factors. Equally lunchtimes present children with opportunities to enhance their 
autonomy and agency. 
The interpretation that I have made of the supervisor's story is that they consider 
children to be happy at lunchtime. Supervisors comment on opportunities for 
children to promote their self-esteem. Social skills can be practiced and 
reinforced. Moreover children can enjoy the opportunity for independent, creative 
and enjoyable play. It is through play that children's learning is consolidated .. 
Supervisors value the voice of the child and seek to encourage them to share 
their views. There are issues around space and risk that perhaps challenge 
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supervisors and children. However, supervisors are sensitive to the potential 
benefits of these in the promotion of children's autonomy and agency. 
Of particular significance is the role that supervisors believe they have in 
facilitating and nurturing children's present and future autonomy and agency. 
5.5 Overall Summary of Results and Conclusions 
5.5.1 Overview of Results 
As suggested in the presentation of resuits my interpretation of the supervisors' 
'lived in' experience and story of lunchtime is understandably associated with 
children'S experiences. Supervisors' experiences are underpinned by their 
feelings about their personal autonomy and agency. They want to be confident to 
use their personal and professional qualities and skills to control events at 
lunchtime. This is principally because they consider themselves to be the adults 
responsible for supervision at lunchtime. It is this position which they feel 
bestows them the capacity to strengthen children's present and future autonomy 
and agency. They believe this is the primary objective of lunchtime at school. 
They consider themselves to be the children's supportive partners in this 
process. 
When sharing their story supervisors identify various factors that compromise 
their own autonomy and agency. Their self-esteem is challenged and they are 
aware of their lack of qualifications. Their vulnerable self-esteem is demonstrated 
through their desire to be needed. It is further confirmed through their wish to be 
appreciated for being busy and helpful. 
Whilst trying to be an effective supervisor they feel that their ability to do so is 
restricted through their lack of status and power within the school. They feel that 
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this is compounded through poor working conditions. There is also confusion 
about what is expected of them. They express concern that there has been little 
guidance or interest shown by the Head and teachers, which further undermines 
their position. They seem to lack confidence to undertake their role as supervisor 
as they consider appropriate. Instead the supervisors are trying to be what they 
perceive others want them to be. This situates them in the thorny position of 
being, as they call themselves, 'in-betweenies', neither a teacher nor a parent 
but something in-between. 
Despite an appreciation of the untenable position they are in supervisors feel 
powerless to effect change. This is partially due to a perceived lack of a voice 
within school. There is a sense of detachment from whole school systems. 
Similarly they feel excluded from the identity of 'school staff' because they have 
no ownership of space within school. 
Due to an alleged lack of status and power there is some attempt to gain this 
within the team, through the pOSition of 'senior'. This does not however give rise 
to obvious tension within the team of supervisors. They give the impression that 
they feel their status and power is threatened by older children. Furthermore the 
supervisors express a sense of the lunchtime being a battlefield in which 
teachers and children challenge their status and power. 
Supervisors are frustrated by what they perceive to be poor communication and 
poor collaborative working with them. They consider the Head and teachers 
responsible for this because supervisors lack the confidence in their status and 
power to take the initiative. 
The relationship supervisors believe they have with teachers is fraught with 
conflict. Likewise with children. supervisors compare themselves less favourably 
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to teachers and sense that children do not have the same respect for them. This 
impinges on supervisors' self-esteem, status and power. Furthermore the 
supervisors' story suggests a feeling of being undermined and unappreciated by 
parents. They also think that parents are quick to blame supervisors when 
problems arise which makes them feel vulnerable. They do however seem to 
believe that they have a unique knowledge of children unknown to parents, 
which may give a sense of power. 
Feeling undervalued, powerless and having a sense that they are not respected 
supervisors say that they have to contend with a wide range of practical duties at 
lunchtime. Demands on their time cause tension and limits their ability to reflect 
on their practice. 
The lunchtime story thus far makes it seem incredulous that supervisors would 
wish to continue to be placed in this untenable position. However, the account of 
the supervisors' story continues with an exploration of joy. The foundation of joy 
comes from being with children and sharing in their lunchtime experiences. This 
motivates supervisors, as does the diversity of a demanding role. In an apparent 
contradiction, despite concerns about their self-esteem, status and power, 
supervisors consider themselves able to manage the demands. They claim 
themselves to be skilled and reflective practitioners. They believe the basis for 
these skills lies in their own store of personal qualities which are enhanced 
through experience. 
Through expediency or effort this group of supervisors have forged a particularly 
. cohesive and supportive team. This enhances their personal skills and 
strengthens their efforts to achieve autonomy and agency. Although not 
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identified by supervisors, the exclusivity and strength of the team may present as 
a challenge to other school staff. 
In addition to being a team, supervisors have an awareness of children's 
lunchtime culture. They undertake to merge children's culture into their own 
culture to create a shared lunchtime culture. Through sharing an understanding 
in this way supervisors believe that the autonomy and agency of both 
supervisors and children can be consolidated. Associated with the shared culture 
is the commitment that supervisors have to getting to know children. Supervisors 
actively strive to develop relationships with children that respect individual 
differences. Supervisors believe the nature of these relationships is unique, 
because they exclusively share the lunchtime with children. The supervisors' 
story also insinuates that a shared lunchtime culture can cause confusion over 
roles and collusion with children. Potentially these are compromising issues. 
Being skilled practitioners supervisors have confidence that they are able to 
respond to the challenges presented by the behaviours of some children. This is 
despite the obstacles of status and power, poor communication and time. They 
are keen to retain positive relationships with children in their behaviour 
management styles. 
A powerful theme in the supervisors' lunchtime story is a desire to claim 
ownership of the lunchtime. Supervisors would like to be able to better use their 
skills and power to control events at lunchtimes. Their motivation for this is to 
enhance children's autonomy and agency. This would seem to be another 
contradiction to the concerns for supervisors' self-esteem. status and power. 
Nonetheless supervisors believe that if given autonomy through ownership they 
could enrich children's lunchtime experiences. 
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The ultimate objective in enriching children's lunchtime experiences is to promote 
children's autonomy and agency. As with supervisors however certain challenges 
are presented. Some of these stem from assumptions made by the supervisors. 
Children's experiences may be shaped through the supervisors' assumptions 
based on children's age, gender, family and previous history. Supervisors are 
also concerned with the restrictions on children's choices made by the 
dominance of football. There is the suggestion that this might influence children's 
identity and feeling of inclusion or exclusion. Taking this further supervisors 
discuss their observations on the way that children play. They express concern 
about children restricting their own choices. Supervisors believe that concerns 
about safety and risk further confine children's lunchtime experiences. They also 
identify that facilities at lunchtime could be improved. 
Despite supervisors' worries about barriers to children's autonomy and agency 
they consider children to be happy at lunchtime. I have inferred from the 
supervisors' story that they consider a state of happiness as being a fundamental 
emotion to autonomy and agency. So too is the celebration of a positive self-
esteem, which supervisors believe play at lunchtime facilitates. 
Perhaps aware of their own lack of voice, and the inhibiting influence this has, 
supervisors keenly encourage children to share their views. 
At lunchtimes children have ample opportunity to further develop their social 
skills. Supervisors feel they play an important role in supporting children to 
improve such skills. 
The account of the supervisors' story had earlier depicted concerns about 
restrictions to children's play. Nonetheless supervisors portrayed children's 
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lunchtime playas being joyful, imaginative, independent and exciting. They 
further celebrate play through the association with children's learning. 
Supervisors value the provision of space which they believe adds to the choices 
that children can make. Supervisors believe that adults should trust children to 
make wise choices in their play and to have a sensible regard for risk within their 
play. 
In trying to make sense of the supervisors' lunchtime experiences I interpreted 
some of the tertiary themes are being more prominent than others. Significant 
tertiary themes were: supervisors' joy; the portrayal of children's play; the skill of 
supervisors and their ability to be reflective; the supportive team; the shared 
lunchtime culture; knowing children and relationships with children and the 
supervisors' eagerness to claim ownership of lunchtimes. The thread t,hrough all 
of these, and the other tertiary themes, was supervisors' commitment to nurture 
and facilitate children's lunchtime experiences. The supervisors' lunchtime story 
presents a convincing account of their view on the underlying value of lunchtime 
at school. This value lies in children'S present and future autonomy and agency. 
5.5.2 Conceptual Framework 
The aim of this research was to explore, interpret and understand the 
supervisors' lunchtime story. The intention was to articulate something about the 
perceptions and understandings of supervisors. 
When describing the analysis process earlier (at 4.3.4) and in particular how the 
overall summary table emerged (Table 2 at 5.3) I explained how the lack of . 
coherency in my understanding of the supervisors' experiences was initially a 
concern. However, the double hermeneutic inquiry allowed the meanings of 
these experiences to be obtained through a process of engagement and 
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interpretation. I interpreted the supervisors' story to incorporate their desire to 
establish their own autonomy and agency whilst at the same time trying to 
facilitate children to develop their autonomy and agency. Furthermore the 
analysis and the Reflective Diary had identified factors that either challenged or 
facilitated autonomy and agency. In trying to make sense of the supervisors' 
story I think that the autonomy and agency of supervisors and children are 
inexorably linked. 
In understanding the supervisors' story of lunchtime it may be helpful to consider 
a conceptual framework, which draws explicitly from the presentation of the 
primary, secondary and tertiary themes. This framework presents a coherent and 
visual representation of the supervisors' lunchtime experiences as I was able to 
access them through analysis of their collective story shared during interview. 
This is presented on the following page (Figure 3). 
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Figure 3 A conceptual framework to represent the lunchtime supervisors' stOry of 
lunchtime 
Self·esteem - challenged by their personal feelings and lack of confidence and 
qualifications. Demonstrated through their desire to feel needed and appreciated. 
Status and Power - poor working conditions, and lack of role clarity. Feel 
uninvolved in whole school systems, don't own any space and lack a voice In the 
school . limited support for them and their status is challenged by older children. 
Feel lunchtime is a 'battlefield'. 
Assumptions - children's 
autonomy and agency is 
challenged by assumptions 
supervisors make about 
factors such as age, gender, 
family and past experiences. 
Dominance of Football 
- this restricts the choices 
other children can make. 
Communication - poor and inconsistent collaboration and communication with 
other school staff. 
Restrictions to Play -
children's autonomy and 
agency is limited by 
influences on their play, the 
lack of variety in play and 
poor play skills. 
Relationships and Conflict with Teachers - they sense a lack of Interest in 
their role from teachers and feel undermined. 
Children and Respect - children perceive supervisors differently to teachers 
and behave differently with them. Facilities - choice Is 
restricted by poor facilities 
and resources. 
Conflict with Parents - they feel undermined, misunderstood and unappreciated 
by parents. Safety and Risk -
parents and teachers 
concerns over risk restrict 
children's choices. 
R espons ibility and Blame - supervisors want the status and power to manage 
lunchtimes but are anxious about the potential to be blamed should a problem occur. 
Time· there is tension between the numerous practical tasks and the desire to be /rhemes that 
,/ Challenge reflective. \ 
Themes that 
Challenge 
Themes that Strengthen I 
Joy and Motivation - enjoyment of being with children motivates 
supervisors. 
Demanding Role - the challenging nature of the role motivates 
supervisors and promotes their self-esteem and confidence. 
Skilled and Reflective Practitioners - they consider themselves 
to be skilled and capable of autonomy and agency. 
Supportive Team - there is a strong team identify. They recognise 
individual differences and they support each other. 
Shared Lunchtime Culture - supervisors acquire a unique 
knowledge about lunchtimes which promotes their self·esteem and 
power. They understand about children's culture. supervisors' culture 
and the shared culture. 
Knowing Children and Developing Relationships with 
Children - their relationship with children is based on their unique 
understanding of individual children which helps them to facilitate and 
manage children. 
Management of Behaviour - they believe they are skilled at 
management which promotes their autonomy and agency. 
Ownership of Lunchtime - they try to use their skills and power to 
control events at lunchtime. 
\ Themes that Strengthen 
Happiness - supervisors consider that children are 
happy at lunchtime. 
Self·esteem - children can achieve success through 
play. 
Voice of the child - supervisors seek to give 
children a voice at lunchtimes to promote their 
autonomy and agency. 
Social Development - at lunchtime children have 
ample opportunity to develop their social skills. 
Play - they observe children to have some control 
over their own explorative and creative play. 
Learning through Play - children use play 
opportunities to learn and also to reinforce learning in 
the classroom. 
Space - conveys ownership and promotes 
autonomy and agency. 
Safety and Risk - children can learn through taking 
risks In a relatively safe environment. 
Facilitated and Nurtured - supervisors believe 
they have a crucial role In nurturing children which will 
facilitate their autonomy and agency. 
In Chapter 1 I offered an insight into my background. I confirmed that the 
underlying theoretical orientation of the methodology that I adopted was 
influenced by social constructionism. The conceptual framework presented in 
Figure 3 helps to depict how lunchtime may be experienced by supervisors within 
a complex interacting system. I will now elaborate on this framework and link this 
to the underlying theoretical assumptions on which this study was based. The 
supervisors' perspectives on aspects of this system are shaped by the 
conversations, joint actions, interactions, constraints and possibilities which they 
identified as constituting their lunchtime experiences. 
Significantly the supervisors recognise that they need to acquire a sense of their 
own autonomy and agency to have the power to support the children's 
development. From the supervisors' perspective there are lunchtime factors that 
challenge children's autonomy and agency. The supervisors' understanding of 
these factors has been shaped by the repertoire of interpretations that are 
possible in the lunchtime context. For instance the supervisors interpret a 
challenge from the older children to their status and power, because they seem 
to perceive a lack of supervisor status and power within the complex interacting 
school system. Similarly the supervisors construct the poor communication 
systems to reflect their lack of status and power within school and further 
interpret this as a challenge to their autonomy and agency. This perception is 
supported through the anecdotes that the supervisors shared during the 
interview when they recounted conversations with school staff and past 
experiences. Similarly the supervisors describe constraints placed on them within 
the school lunchtime system, in relation to, for instance, the whole school reward 
and sanction systems. They understand this to be a challenge to their autonomy 
and agency. Conversely the supervisors construct a lunchtime reality that 
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incorporates shared experiences, knowledge and understanding between 
themselves and children. They say this permits them to be in a unique position to 
know children in a way that is different to how teachers and parents might know 
them. It is through this that the supervisors feel they can enhance their autonomy 
and agency. They reinforce their views about challenges to their autonomy and 
agency in the way that they talk about the social and working relationships within 
the team, arguing that they have to rely on each other because their role can be 
lonely. It is partly through the cohesiveness of the team that they can accomplish 
some degree of autonomy and agency. 
The conceptual framework therefore provides a useful visual representation of 
my understanding of the sense that the supervisors in this study make of their 
lunchtime experiences within the complex interacting lunchtime system. 
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Chapter 6 
Reflections on this Research 
6.1 Introduction 
At the beginning of this account of the research I offered an understanding of my 
background and lunchtime story. The intention of the research was to explore the 
supervisors' lunchtime story. The aim was to create a joint story of lunchtime and 
to reflect on how this added to the existing understanding about supervisors' 
views. In this chapter I will reflect on aspects of the research: 
• 6.2 I will re-visit my lunchtime story and compare it with the results of this 
study. 
• 6.3 I will also consider the review of the existing literature (as presented in 
Chapter 2) alongside the supervisors' lunchtime story. 
• 6.4 The study will be evaluated. This will include discussion on the selected 
research methods, the conduct of the research and potential impact. 
6.2 The Researcher's Lunchtime StOry 
My story made certain assumptions about what the supervisors' story might 
include. I thought that the supervisors' story would assert the role of the 
supervisor to be challenging. I suggested the story might mention a lack of 
respect and a feeling of being uninvolved in whole school initiatives. A part of my 
story was also that supervisors would be able to identify some.oftheir skills but 
not appreciate the extent of these. 
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It was anticipated that supervisors would suggest the purpose of lunchtime being 
about playing, socialising and having a break. I expected supervisors to declare 
a role in ensuring children play and socialise. My story also considered it likely 
that supervisors would talk of the need for efficient organisation of lunchtime and 
the management of behaviour. I expected some discussion of football and quiet 
or vulnerable children being marginalised. 
Despite these concerns I assumed that supervisors would have a sense of 
enjoyment and satisfaction. My expectation of the supervisors' lunchtime story is 
that it would be positive about the relationships they have with children. 
A comparison of my lunchtime story with the lunchtime story of supervisors that I 
have discovered reveals some similar features. However, what my story clearly 
did not grasp was the underlying feeling of wanting to enhance their autonomy 
and agency. Nor did I appreCiate that supervisors would consider children's 
autonomy and agency. Furthermore my lunchtime story had no notion of the 
depth of their understanding of the factors that challenge or strengthen autonomy 
and agency for themselves and for children. On reflection I had not considered 
these factors at all when thinking about the purpose of lunchtime at school. 
These are issues that I have explored in the Reflective Diary (Appendix 1). 
Despite my considerable involvement with supervisors over many years I did not 
have an underlying conceptual framework of their views about lunchtimes. This 
study has enabled me to offer a meaningful account of the view of supervisors. 
This has also led to the development of a conceptual framework. This framework 
provides greater insight into the complex interacting lunchtime system as 
perceived by supervisors and interpreted through the analysis process. 
This study has enriched my understanding of the supervisors' lunchtime story. 
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6.3 Existing Research and this Study 
Children's right to play is well established in the background literature review 
(United Nations, Article 31, 1998). It is emphasised that play is self-directed, 
pleasurable, flexible, adaptive and creative (OeMS, 2004). Play empowers and 
encourages autonomy. Play stimulates emotional regulation and resilience 
(Lester and Russell, 2008). At lunchtime children develop their place and sense 
of ownership (Ota et aI., 1997). Supervisors have a responsibility for children at 
lunchtime and potentially could therefore have a pivotal role in promoting 
children's lunchtime play experiences. 
The review of the background literature however yielded very little on 
supervisors' views on this. It was not even known if supervisors had any 
appreciation of the value of play in general and more specifically play at 
lunchtime. This present study however provides a new insight into supervisors' 
views. 
The supervisors have shared a story in which they express fulsome appreciation 
for the wonder of play at lunchtime. The existing literature gave no account of the 
supervisors' depth of understanding about the value of play at lunchtime. This 
study has extended the understanding that we have about the value that some 
supervisors may place on play at lunchtime. Taking this further, schools could 
take advantage of supervisors' understanding of play and support them to 
explore how children's lunchtime experiences might be developed. This could 
involve more than behaviour management and the organisation of lunchtimes 
which the existing literature tends to focus on (Docking, 1988 and Imich and 
Jefferies, 1989). 
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There was a dearth of existing research into supervisors' views more generally. 
Reports of such studies (for instance Ross and Ryan, 1994) tended to partially 
reflect supervisors' concerns but did not reflect on the understanding that they 
have of children's lunchtime experiences and their autonomy. Yet supervisors in 
this study offered a perspective that the primary objective of lunchtime is to 
advance children's autonomy and agency. The discussion of the background 
literature suggested that children develop autonomy and agency through play but 
it did not emphasise the significance of the unique opportunity that lunchtime 
provides in order to do this. Moreover the existing literature gave no account of 
the understanding that supervisors have about the role they might have in 
facilitating children's autonomy and agency. Again, this study has revealed an 
innovative perspective on supervisors' views about the function of lunchtime in 
schools. Hitherto it seemed that supervisors were regarded as possibly having a 
view on the organisation of lunchtimes and behaviour management but certainly 
the idea that they may appreciate children's autonomy and agency was not 
suggested at all. 
More than this though, even when it has been suggested that the views of 
supervisors ought to be sought attempts to do so have been limited and, in my 
opinion, have not been done in a meaningful way. Instead research has involved 
supervisors in only a marginal way or with a focus on identifying lunchtime 
problems. (Docking, 1988; Sharp, 1994; Briggs, et aI., 1995) 
Within the background literature it was suggested that to develop autonomy and 
agency children must have confidence to make choices from the range of 
possibilities understood by the group (Davies, 1993). It was inferred that if the 
adults are in some way creating the rules as to what the choices might be then 
they would be indirectly impacting on children's autonomy and agency. It is 
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suggested in the background literature that children's play is to some extent 
governed by the collaboration between children and adults (Davies, 1992). There 
is limited discussion though about how supervisors and children collaborate 
during lunchtime. The idea that supervisors might or might not be aware of the 
collaboration is not even raised. Certainly prior to this study it was not clear that 
supervisors' lunchtime experiences involved an appreciation of the shared nature 
of the lunchtime context. Within the supervisors' story they suggest an 
appreciation of the factors that might shape children's choices. They recognise 
that lunchtime experiences and the supervising adults may both obstruct or 
enhance children's autonomy and agency. Not only are they aware of the shared 
nature but on occasion they use it to their advantage. 
In making sense of the experiences the supervisors shared in their story I made 
inferences that lead to the realisation that supervisors understand that they must 
achieve their own autonomy and agency to be able to enhance children's 
autonomy and agency. The background literature stopped short at recognising 
that work on lunchtimes should start with supervisors' self-esteem (Fell, 1994). 
This study has added significantly to this view. The analysis suggested a wide 
range of factors directly impinge on supervisors' sense of autonomy and agency 
that have not previously been highlighted. This includes factors such as the need 
to feel appreciated, reasons for taking on the role, communication systems, the 
shared lunchtime culture between supervisors and children and their acute 
sense of lack of voice and power. 
The strength of the team of supervisors was a significant feature of the 
supervisors' story yet this is not explored in the background literature. The 
analysis of the supervisors' story in this study offers a unique insight into the 
potential power and strength of the team. 
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Moreover, given that supervisor autonomy and agency was a primary theme in 
the supervisors' story, in this study it is disappointing that the background 
literature did not identify this at all. However, earlier I explained that this did not 
occur to me prior to this study, despite my considerable involvement with 
supervisors' prior to this. Thus this study has led to a novel way of thinking about 
supervisors' and their views about themselves, their role at lunchtime and their 
role in promoting children's development. Arguably supervisors may not be able 
to facilitate the children's autonomy and agency because they themselves 
haven't achieved it and this aspect is not explored through the supervisors' story. 
A component of being able to develop autonomy and agency is being happy. 
This was another significant theme in the supervisors' story. To some extent the 
existing literature on lunchtimes presented a bleak picture. It was proposed that 
some children are unhappy and behaviour and safety is a concern (for instance 
Mooney, et aI., 1991; Kelly, 1994; Smith, 1994). Other studies that give an 
account of children's enjoyment of lunchtimes were mentioned (e.g. Tizard et aI., 
1988; Blatchford, 1998). Consistent with this, supervisors in this study share a 
story in which children are generally happy. Likewise supervisors express their 
own pleasure in sharing lunchtime with children. Pleasure gained from the role of 
a lunchtime supervisor has not been proposed in the existing literature. 
The general stance adopted by some of the existing literature is about lunchtime 
problems such as the difficulties presented by poor behaviour. In reviewing the 
background literature reports were summarised that explored lunchtime 
problems (for instance Mooney, et al., 1991; Kelly, 1994; Smith, 1994). In some 
of the studies reviewed responsibility for difficulties was ascribed to lunchtime 
supervisors (Docking, 1988; Imich and Jefferies, 1989). Various studies made 
suggestions about improving lunchtimes, some of which had a focus on 
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changing organisational aspects or training (lmich and Jefferies, 1989; Fell, 
1994; Briggs et aI., 1995). However there is an alternative view espoused by 
supervisors in this study. They suggest that some responsibility for lunchtime 
issues should be attributed more widely within the school system. They justify 
this contention by depicting their perceptions about their lack of power within the 
complex interacting lunchtime system. Also, their story suggests that there are 
deeper underlying issues than organisational factors that need to be addressed. 
This would include for instance supervisors' self-esteem, relationships and 
communication. Additionally the supervisors' lunchtime story identifies other 
aspects which might sustain a lunchtime culture that may contribute to problems 
at lunchtimes. The story shared by the supervisors for instance portrays an 
image of them feeling unappreciated, disrespected and powerless. They believe 
themselves to be 'in-betweenies', of which there was no intimation in the existing 
literature. This study identifies this 'in-betweenie' perspective and suggests that 
this may be the cause of some tension for supervisors. An exploration of the 
position that supervisors hold at a school and measures to clarify this with 
appropriate status and power ascribed to the role could potentially help to 
alleviate such tensions. In particular if supervisors are confident in their position 
their attitude towards older children may change and consequently the lunchtime 
choices afforded to such children may increase. 
Analysis of the supervisors' story did not lead to a conclusion that behaviour was 
of such significant concern. Certainly supervisors in this study do not deny 
lunchtime problems but they present an alternative view that is more positive and 
optimistic. It is also heartening to think that children are being supervised by 
adults who enjoy their time with them. 
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Certainly aspects of behaviour are a challenge but supervisors were confident 
that they possessed the necessary management skills. They also recognised 
that behaviour management could be improved through collaborative working 
practices, improved relationships with other school staff and efficient 
communication. Furthermore supervisors were able to see how their autonomy 
and agency could be enhanced through being able to manage poor behaviour 
which is a novel perspective. Studies reviewed as part of the background 
(Docking, 1988; Imich and Jefferies, 1989) tended to propose training on 
behaviour management, rather than joint working. There was limited reference to 
the wealth of skills that supervisors possess or their confidence in managing 
some behaviour. 
Debatably a crucial element to autonomy and agency would be children 
considering themselves to be learners. The background literature identifies the 
strength of learning through play (Roderick, et aI., 1997; Ota et aI., 1997; 
Broadhead, 2008). Supervisors' views on this had not previously been identified 
but yet again this study has helped to explore their opinion. Their story made 
particular reference to how children learn through play. Furthermore, supervisors 
consider that a break at lunchtime enhances classroom learning. The 
supervisors' story goes on to reflect the role of the supervisor in assisting 
learning opportunities for children. Again the role of the supervisor in children's 
learning through play was barely recognised in the existing research. 
The background literature review also included an exploration of children's 
cultures and adult agendas. It was documented that there are different child and 
teacher cultures. Children were considered to be able to 'read' adult agendas 
and work and play within these (Davies 1982; Ota et aI., 1997; Brown, 1993). 
The existing research gives little account of interactions between the different 
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cultures of the children and supervisors. Furthermore it was claimed that adults 
were only called into the child's world when things became unmanageable 
(Davies, 1982). This present study enriches this view through identifying 
supervisors' appreciation of children's lunchtime culture. It also presents 
supervisors' lunchtime culture, about which little had previously been explored. 
Supervisors talk about how the two different cultures coexist and merge. They 
also assert that rather than simply using adults to solve problems children invite 
supervisors to share in their lunchtime culture. The analysis of the interviews also 
revealed how the supervisors' agenda includes certain assumptions which may 
shape children's identity (such as the influence of family). 
In terms of the role of a supervisor the background literature was unclear on the 
expectations. The various job descriptions that were reviewed for instance 
emphasised domestic and practical duties and behaviour management. Yet 
supervisors in this study shared a much broader role which encompasses 
nurturing children and facilitating their autonomy and agency. 
It is apparent that in the existing literature lunchtime is considered to be a 
valuable and potentially enjoyable opportunity for children to play, develop 
emotionally, socialise and learn. It is these opportunities from which children's 
sense of autonomy and agency will develop. It was reported in the review of the 
background literature that lunchtime supervisors have unique lunchtime 
experiences and their views should be sought (White and Wilkinson, 1986; 
Docking, 1988; Blatchford, 1989; Blatchford and Sharp, 1994). Contrary to this 
suggestion actually little is known about the views of supervisors. Interestingly 
one of the concerns expressed by supervisors in this study was a perceived lack 
of voice. This study has given supervisors an opportunity to share their views 
through which they have enriched the existing understanding about lunchtimes. 
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Further, it has offered a fairly in-depth understanding of supervisors' experiences 
and views that is significantly distinct from anything that had been suggested 
through previous research. This study proposes some unique insights into the 
supervisors' 'lived in world'. If considered with a willingness to adopt a 
phenomenological attitude, which retains a wonder and openness to the results 
of this study, alongside a willingness to restrain pre-understandings (Finlay, 
2008) this study offers a new way of thinking about supervisors' perspectives on 
their lunchtime experiences. 
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6.4 Evaluation 
6.4.1 Introduction 
To evaluate this research there are some essential questions to be asked about 
whether the research question was answered using suitable methods. It is 
important also to consider the way in which the research was conducted. 
Furthermore the potential impact of the research should be considered. 
6.4.2 The Aim of the Research 
The aim of this research was to offer a unique insight into the lunchtime story of 
a group of lunchtime supervisors. I stated that this would be facilitated through 
semi-structured group interviews with one group of supervisors from one primary 
school to discover their collective lunchtime story. An understanding of their 
lunchtime story was to be sought by way of analysis. IPA was considered to be 
consistent with the social constructionist assumptions that underpinned this 
study. I proposed to consider the results of the analysis alongside my personal 
lunchtime story and the existing literature. 
The aim of the current study has been met. The focus group interview made it 
feasible to access an account of the supervisors' perspectives on lunchtime. In 
conjunction with the Ref/ective Diary, IPA was an effective approach to apply to 
the analysis of the interviews. The analysis produced an organised, detailed 
plausible and persuasive account of the supervisors' perspectives on their 
lunchtime experiences. 
A key finding was that the supervisors' lunchtime story has a core principle that 
children's lunchtime experiences can impact on their present and future 
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autonomy and agency. Another key finding was that supervisors believe they 
need to acquire a sense of their own autonomy and agency to support children. 
Reflecting on the outcomes of this study I am convinced that supervisors should 
be given a voice to meaningfully express their views, feelings and perspectives 
on lunchtimes in schools. 
6.4.3 Observations on Method 
Basing the research on a case study means that the outcomes primarily relate to 
that particular group of supervisors. However, given the research was about their 
story it was appropriate to research a single case study. The case study allowed 
access into a specific lunchtime story. 
The outcome of the study was qualitative data which provided insights into 
supervisors' needs, expectations, attitudes, beliefs and feelings. From this key 
themes were identified. The case study focus group facilitated this through the 
social interaction within the group which yielded freer and more complex 
responses. Being a part of a group provided some security and prompted 
spontaneity. Working with a focus group facilitated a collaborative approach and 
provided access to the supervisors' collective story. The group interview 
encouraged interactions that created the rich story which might not have been 
discovered through individual interviews. The way in which the research was 
conducted was sensitive to supervisors and engaged them in conversation, 
which is a natural activity. I am confident that power issues were minimised. 
I am aware that the way in which some of the questions were posed may have 
helped to shape the story. This has been explored through the Reflective Diary. 
However, I would assert that underlying themes of supervisors' and children's 
agency and autonomy would have emerged whatever the questions. Similarly I 
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believe that the secondary and tertiary themes would have become apparent. It 
was not the detail of the answers to the questions necessarily but rather the 
supervisors' underlying views on lunchtime issues more generally which shaped 
their story. 
The focus group interview was relatively easy to undertake however this relied 
on my experience and confidence of working with supervisors and of interviewing 
generally. Another difficulty with interviewing is the discrepancy between what 
people say and what people do. However, this research was not about 
corroboration but more about the story supervisors wanted to share. 
In Chapter 1 I outlined the theoretical underpinning of this study. I recognised 
that supervisors are situated in a unique context and are part of a complex 
interacting school system. This system would involve various elements of 
consensus and conflict. I suggested that there was no single lunchtime reality but 
that the lunchtime reality would be contingent upon each individual's situation 
and the context. Therefore, if the aim of the study was to explore the supervisors' 
story, it was important to take account of the context and the interactions that 
take place within it. A case study was undertaken because this allowed the 
analysis to take account of the context. Consistent with this the interviews and 
analysis were undertaken at a group level in recognition of there being no single 
lunchtime reality but rather a collectively constructed lunchtime reality. Using this 
group approach meant that the interviews were dynamic and interactive. It is 
possible that individuals felt more confident being interviewed in the group 
context in a way that they might not have if interviewed individually. Comments of 
others in the group may have stimulated thoughts and led to further 
contributions. The supervisors' were able to question each other and probe 
further. Within the interview they attempted to interpret and understand their 
222 
experiences. The supervisors were able reveal and explore their individual and 
their shared understandings, experiences and feelings about the lunchtime 
consensus and conflict issues. Similarly the subsequent analysis of the 
interviews considered individual differences but more importantly the analysis 
was able to investigate and unravel their collective lunchtime reality. The result 
was a coherent lunchtime story that generated a conceptual framework to portray 
the collectively constructed lunchtime reality as situated within the complex 
interacting school system. 
Being able to explore the supervisors' collective story through the group interview 
and analysis is, I believe, the strength of this study. I appreciate that the 
cohesiveness of this particular team of supervisors facilitated the confident, 
relaxed and honest sharing of views in the interviews. The same approach may 
not be as effective with another group of supervisors. It was also fortunate that 
all individuals within the team were able to express their views as no one person 
dominated. I was confident therefore that I was able to access the perceptions of 
all of the supervisors and not just one or two individuals. Again, this might not be 
the case with another group of supervisors. 
Within the focus group the supervisors were not acting is isolation. Rather they 
were members of a social group who interacted with each other. Thus the focus 
group interview became in itself a social context. This then adds another layer to 
the notion that lunchtimes are socially constructed within the school system. 
Perhaps what occurred within the focus group interviews was that the lunchtime 
reality was created in a way that might be different to how it is created and 
experienced on a day by day basis. Furthermore I recognise that in adopting this 
group interview and analysis approach as opposed to individual interviews and 
the separate analysis of each interview it is possible that alternative lunchtime 
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stories remain hidden. Whilst I was confident that individual supervisors felt able 
to question, challenge or disagree with each other during the interviews it is 
possible that the desire to conform may have restricted the sharing of some 
individual experiences and feelings. 
In conducting the interviews with the group of supervisors I observed that there 
was some quite detailed and specific information as the supervisors discussed a 
particular issue in some depth. Some of this was difficult to meaningfully analyse. 
Possibly this may have been less likely to occur in an individual interview, though 
not necessarily so. 
I have attempted to reflect on both the strengths and the weaknesses of using 
the group rather than an individual approach to the interviews and subsequent 
analysis. Ultimately I am confident that the social interaction within the group 
yielded freer and more complex responses. In my view the supervisors' 
conversations during the interviews have face validity due to the clarity of the 
context and the detail of their discussion. 
In addition to the focus group interviews an observation was carried out to 
provide a joint reference between myself and the supervisors. The field notes 
were not shared with supervisors. Instead I selected some aspects of my notes 
to ask questions about. There was no intention to withhold information it was 
simply easier. This is likely to have shaped the story that supervisors shared. 
Had supervisors had access to the field notes a different discussion may have 
taken place at the second interview. 
Mid-point during the analysis of the interviews I engaged with some member 
validation. Member validation is a complicated issue given that IPA is avowedly 
interpretative. However, returning to supervisors was in the spirit of on-going 
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inquiry. Supervisors were able to offer their thoughts on my thoughts. This gave 
me confidence that the initial interpretation of what they had shared during 
interview was a reflection of what they wished to convey. It provided a further 
opportunity to confirm with supervisors that their views were valued. 
According to IPA it is possible that another researcher with different personal 
characteristics, experiences, research background and theoretical beliefs would 
have facilitated different conversations between supervisors. Likewise a different 
interpretation of the interview is possible. Because IPA maintains that there are 
potentially multiple accounts of the data this does not mean that anyone account 
is incorrect. Each analysis is a unique interaction between researcher and 
participants. Furthermore supervisors were not sampled as being representative 
of a general population of supervisors. 
6.4.4 Conduct of the Research 
In conducting this research I endeavoured to be respectful and sensitive towards 
supervisors and their story. 
Considerable commitment has been demonstrated through prolonged 
engagement with the analysis of the transcripts. I have made every effort to be 
rigorous.in the data collection and in the analysis. This has involved 
contemplative and empathic exploration. 
To be transparent in the way in which the analysis was undertaken a detailed 
-account has been given in Chapter 4 (4.3.4). Additionally my contemplative 
approach has been thoroughly described in the Reflective Diary, which also 
demonstrates reflexivity. 
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The value of this study lies in the outcomes of the dynamics of the group. Ideas 
which may have been generated by the group might not have occurred to any 
one individual or any other group. This study gave a group of supervisors an 
opportunity to share their story. Through the double hermeneutic process I have 
constructed themes to provide a coherent account of their story. Another group 
of supervisors may have a different lunchtime story to share. Another researcher 
with a different background to my own may have interpreted the story of the 
supervisors in this study in a different way. It would not therefore be possible to 
generalise the outcomes. However the power of this current study is the light it . 
sheds within a broader context. As suggested in the earlier discussion about IPA 
(Chapter 3, part 3.4.3) the outcomes of this study may not provide absolutes but 
rather transferable insights (Smith, 2008). 
Thus, whilst it is accepted that the outcomes of this study may not be 
representative, this research is not offering a simplistic argument about 
supervisors' views that can be applied to any situation. Instead it presents an 
account of the supervisors' understanding of their lunchtime experiences. It 
presents themes which invite consideration. As such the study has presented a 
novel and challenging perspective which opens up a new way of understanding 
lunchtimes and the views of supervisors. 
6.4.5 Potential Implications of this Study on Practice 
It is vital that research should have some impact and make a contribution to 
fundamental theory or knowledge. There was a paucity of existing research 
literature into the views of lunchtime supervisors. This study has provided a 
plausible and coherent account of such views and has presented a conceptual 
framework for understanding the supervisors' story of lunchtime. This can add to 
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the corpus of existing knowledge on lunchtimes and be considered alongside 
other work on lunchtimes in schools. It might also be considered alongside 
research into the lunchtime stories of other supervisors at other schools. These 
could be investigated through an approach similar to that I have adopted in this 
study. Similarly bringing together supervisors from different schools would 
generate alternative perspectives. It might also be interesting to consider the 
lunchtime stories of supervisors alongside those of children, teachers and 
parents. 
This present study offers a unique and interesting insight into the views of a 
group of lunchtime supervisors and their story of lunchtime. This story is to be 
valued for itself. However, I am aware that in having an understanding of the 
supervisors' story there is potential to have some impact on the experiences of 
supervisors and children. The supervisors' story of lunchtime as presented in the 
conceptual framework has highlighted some key issues which may require 
further consideration. 
Selection and on-going professional development 
The story presented by supervisors in this study suggests that an intuitive and 
'gut feeling' approach is advantageous. It also suggests that supervisors need to 
be skilled and reflective practitioners. Moreover, supervisors may have a pivotal 
role in facilitating children's autonomy and agency. The convenience of the 
appointment without a proper selection process may require review. 
There ought to be on-going professional development opportunities facilitated by 
somebody who understands the nature of their role. Professional development 
should focus on individual school and supervisor needs. Peer support might fonn 
a part of this within a structured framework which would include allocated time. 
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Individual schools may wish to identify key specific training needs (such as First 
Aid and physical intervention). 
It may be helpful for supervisors and other school staff to explore core values 
beliefs and attitudes. It may be helpful to consider how these impact on 
children's autonomy and agency. 
Attempts to review and improve practices in individual schools may wish to 
consider some of the key themes identified in this study. This would include 
exploring issues around self-esteem, the status and power of the supervisor and 
communication and collaborative working. It would be helpful to explore ways in 
which the views of lunchtime supervisors could be expressed. 
Role clarity 
All school staff should have a shared understanding of the purpose of 
lunchtimes. The role of the lunchtime supervisor needs to be clarified and 
agreed. Through collaborative consultation with school staff supervisors would 
benefit from permission to have ownership of lunchtimes within certain 
parameters set out in a job description. 
More closely defining their role could address issues around the 'in-betweenie' 
status which supervisors may feel they have. 
Issues around the time allocated to fulfil certain lunchtime duties should be 
reviewed. 
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Developing a Supportive Team 
Building on the strengths of individual supervisors schools may wish to consider 
how they would facilitate supervisors in developing a cohesive and supportive 
team. 
Relationships and Culture 
Within school it may be possible to create an ethos which supports the autonomy 
and agency of supervisors and children. Opportunities should be found to 
develop relationships between supervisors and other school staff, parents and 
children. This would enhance mutual respect, support and collaborative working. 
Supervisors had identified the strengths that emerge from an understanding of 
the different and shared lunchtime cultures. Harmony between these should be 
sought through recognition, compromise and flexibility. Conflicts that might occur 
through a shared culture should be identified. 
Children's opinions should be sought and valued. 
An Enriched Lunchtime Environment 
Within an ethos of understanding and respect, children's emotional and social 
skills may be enriched. Similarly improvements to play facilities would enhance 
children'S play opportunities. An enriched lunchtime environment would provide 
valuable opportunities for children to learn through play. 
Concluding Remarks 
This study therefore has the potential to enhance understanding of the sense 
lunchtime supervisors make of their experiences at lunchtime. This is presented 
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as a conceptual framework. I have suggested how this understanding might be 
further developed through other research. I have also offered suggestions on 
how the outcomes of this study might shape the professional development of 
lunchtime supervisors and the lunchtime practices in schools to promote a 
positive lunchtime culture. Within this culture there is the potential for children to 
enjoy lunchtimes and develop their present and future autonomy and agency. 
230 
References 
Ahmed, B. (1999) Feminism in psychology and professional contexts: debates in 
theory and method. Educational and Child Psychology. Vo1.16. (2). pp.54-66. 
Angen, M.J. (2000) Evaluating interpretive inquiry: Reviewing the validity debate 
and opening the dialogue. Qualitative Health Research. 10. (3). pp. 378-395 
Aston, H.J. and Lambert, N. (2010) Young people's views about their 
involvement in decision-making. Educational Psychology in Practice. Vol. 26 (1) 
pp.41-51. 
Attride-Stirling, J. (1993) Thematic Networks: an analytic tool for the qualitative 
researcher. In Teasdale, J.D. and Barnard, P.J. Affect, Cognition and Change 
Hove: Lawrence Erlbaum. 
Banister, P., Burman, E., Parker, I., Taylor, M. and Tindall, C. (1998) Qualitative 
Methods in Psychology. Buckingham: Open University Press 
Bassey, M. (1999) Case study Research in Educational Settings. London: Open 
University Press. 
Bell, J. (1993) Doing Your Research Project. Buckingham: Open University 
Press. 
231 
Blatchford, P. (1989) Playtime in the Primary School: Problems and 
Improvements. Windsor: NFER-Nelson. 
Blatchford, P. and Baines, E. (2006) A Follow up National Survey of Breaktimes 
in Primary and Secondary Schools. London: Nuffield Foundation: 
Blatchford, P., Cresser, R. and Mooney, A. (1990) Playground Games and 
Playtime: The children's view. Educational Research. Vol. 32. (3). pp.163-174. 
Blatchford, P. (1994) Research on children's school playground behaviour in the 
United Kingdom: a review. In Blatchford, P. and Sharp, S. (Eds.) Breaktime and 
the School: Understanding and Changing Playground Behaviour. London: 
Routledge. 
Blatchford, P. and Sharp,S. (1994) Why understand and why change school 
breaktime behaviour? In Blatchford, P. and Sharp,S. (Eds.) Breaktime and the 
School: Understanding and Changing Playground Behaviour. London: 
Routledge. 
Blatchford, P. (1998) Social Life in school: Pupils' experiences of breaktime and 
recess from 7 to 16 years. London: Falmer. 
Blatchford, P. and sumpner, C. (1998) What do we know about break time? 
Results from a national survey of break time and lunchtime in primary and 
secondary schools. British Educational Research Journal. 2. pp.79-94. 
232 
Blatchford, P. and Majors, K. (1998) Effective Management of Playtimes. 
Paper presented at National Conference. Psychology and Training 
International. Hatfield. 
Blatchford, P. and Pellegrini, A.D. (2002) Time for a Break. Psychologist. Vol. 
1S. (2). pp.60-62. 
Blatchford, P., Baines, E. and Pellegrini, A.D. (2003) The social context of 
school playground games: Sex and ethnic differences, and changes over time 
after entry to junior school. British Journal of Developmental Psychology. Vol. 
21. pp.481-S0S. 
Boulton, M. (1996) Lunchtime Supervisors' attitudes towards playful fighting, 
and ability to differentiate between playful and aggressive fighting: an 
intervention study. British Journal of Educational Psychology. Vol. 66. pp.367-
381. 
Bramley, N. and Eatough, V. (200S) The experience of living with Parkinson's 
disease: An interpretative phenomenological analysis case study. Psychology 
and Health. Vol. 20. (2). pp.223-23S. 
Briggs, S., MacKay, T. and Miller, S. (199S) The Edinbamet Playground Project: 
Changing Aggressive Behaviour through Structured Intervention. Educational 
Psychology in Practice. Vol. 11 (2). pp.37 -44. 
British Psychological SOCiety (2006) Code of Conduct, ethical principles 
233 
and guidelines. Leicester. BPS. 
Broadhead, P. (2008) Playful learning in classrooms and early years setting. 
National Children's Highlight. Number 244. London: National Children's Bureau. 
Brocki, J.M. and Wearden, A.J. (2006) A critical evaluation of the use of 
interpretative phenomenological analysis (IPA) in health psychology. 
Psychology and Health. Vo1.21. (1). pp.87-108. 
Brown, A. and Dowling, P. (1998) Doing Research/Reading Research. Falmer 
Press: London. 
Brown, D. (1993) Play, the playground and the culture of childhood. In Moyles, 
J.R. (Ed.) The Excellence of Play. Open University Press: Buckinghamshire. 
Brown, J. G. and Burger, C. (1984) Playground designs and pre-school 
children's behaviour. Environment and Behaviour. Vo1.16. (5). pp.599-626. 
Brown, L. (2004) Diversity: the challenge for higher education. Race, ethnicity 
and education. Vol. 7. (1). pp.21-34. 
Chapman, E. and Smith, J.A. (2002) Interpretative Phenomenological Analysis 
and the New Genetics. Journal of Health Psychology Vol. 7. pp.125-130. 
Clements, R. (2004) An Investigation of the Status of Outdoor Play 
Contemporary Issues in Early Childhood. Vol. 5. (1). pp.68-80. 
234 
Cohen, L. and Manion, L. (2000) Research Methods in Education. New York: 
Routledge. 
Davies, B. (1982) Life in the classroom and playground: The accounts of 
primary school children. London: Routledge and Kegan Paul. 
Davies, B. (1989) Frogs and Snails and Feminist Tales: Preschool children and 
gender. Australia: Allen and Unwin. 
Davies, B. (1993) Shards of Glass: Children's reading and writing beyond 
gendered identities. Australia: Allen and Unwin. 
Denscombe, M. (1998) The Good Research Guide for small-scale social 
research projects. Buckingham: Open University Press. 
Department of Education and Science (1989) Discipline in Schools: Report of 
the Committee of Enquiry chaired by Lord Elton. London: HMSO. 
Department for Children, Schools and Families (2003) Primary National 
Strategy: Developing Children's Social and Emotional Aspects of Learning. 
Nottingham: DCSF Publications. 
Department for Children, Schools and Families (2003) Every Child 
Matters: Change for Children. Norwich: DCSF Publications. 
Department for Culture, Media and Sport (2004) Getting Serious about Play: a 
235 
review of children's play. Chaired by Sir Dobson. London: DCMS. 
Department for Education and Science (2005) Learning behaviour 
The Report of the Practitioners' Group on School Behaviour and Discipline 
chaired by Sir Alan Steer. Nottingham: DFES Publications. 
Department for Children, Schools and Families (2006) Schools for the Future: 
designing school grounds Norwich: DCSF Publications. 
Department for Children, Schools and Families (2008) Fair Play: A consultation 
on the play strategy. Norwich: DCSF Publications. 
de Visser, R. and Smith, J. (2006) Mister In-between: A case study of Masculine 
Identity and Health-related Behaviour. Journal of Health Psychology. Vo1.11. (5). 
pp.685-695. 
de Visser, R. and McDonald, D. (2007) Swings and roundabouts: Management 
of jealousy in heterosexual 'swinging' couples. British Journal of Social 
Psychology. Vo1.46. pp.459-476. 
Dey, I. (1993) Qualitative Data Analysis A User Friendly Guide for Social 
Scientists. New York: Routledge. 
Docking, J. (1988) Managing Behaviour in the Primary School. London: 
Fulton. 
236 
Doucet, A. and Mauthner, M. (2002). In Mauthner. M., Birch, M., Jessop, J. and 
Miller, T. (Eds.) Knowing Responsibly: Linking Ethics, Research Practice and 
Epistemology. Ethics in Qualitative Research. Los Angeles: Sage. 
Edwards, A. and Talbot, R (1994) The Hard-pressed Researcher. A research 
handbook for the caring professions. London: Longman. 
Edwards, A. (2001) Researching Pedagogy: a sociocultural agenda. Pedagogy, 
Culture and Society. Vo1.9. (2). pp.161-186. 
Edwards, R (1993) An Education in Interviewing: Placing the Researcher and 
the Research. In Renzetti, C. R and Lee, RM. (Eds.) Researching Sensitive 
Topics. London: Sage. 
Eisner, E. W. (1998) The enlightened eye: qualitative inquiry and the 
enhancement of educational practice. New York: Merrill. 
Epstein, 0 (1998) 'Are you a girl or are you a teacher? The least adult role in 
research about gender and sexuality in a primary school. In Walford, G. (Ed.) 
Doing Research about Education. London: Falmer Press. 
Evans, J. (1990) The teacher role in playground supervision. Play and Culture. 
Vol. 3. pp. 219-234. 
Evans, J. (1996) Children's attitudes to recess and the changes taking place in 
Australian primary schools. Research in Education. No 56. pp.49-61. 
237 
Evans, J. (2001). Promoting the Value of Play. Presentation to the Annual 
General Meeting of the Playgrounds and Recreation Association of 
Victoria. 
Fade, S. (2004) Using interpretative phenomenological analysis for public health 
nutrition and dietetic research: a practical guide. Proceedings of the Nutrition 
Society. Vol. 63. pp.647-653. 
Fell, G. (1994) You're only a dinner lady! A case study of the 'Salve' lunchtime 
organiser project. In Blatchford, P. and Sharp, S. (Eds.) Breaktime and the 
School: Understanding and Changing Playground Behaviour. London: 
Routledge. 
Figueroa, P. (2000) Researching education and racialization. In Simons, H. and 
Usher, R. (Eds.). Situated Ethics in Educational Research. London: Routledge. 
Finlay, L. (2008) A Dance between the Reduction and Reflexivity: Explicating the 
Phenomenological Psychological Attitude. Journal of Phenomenological 
Psychology. Vol. 39. pp.1-32. 
Furedi, F. (2002) Paranoid Parenting: Why ignoring the experts may be best for 
your child. Chicago Review Press: Chicago. 
Gomm, R. (2004) Social Research Methodology: A Critical Introduction. 
Hampshire: Palgarve Macmillan. 
238 
Goodwin, M.J., Goodwin, C. and Yaeger-Dror, M. (2002) Multi-modality in 
girls' game disputes. Journal of Pragmatics. VoI.44.(10). pp.1-29. 
Hartup, W. (1983). Peer Relations. In Hetherington, E.M. (Ed.) Handbook of 
Child Psychology. Vol. IV pp.1 03-196. New York: Wiley. 
Hillman, M. (1993) One False Move. In M. Hillman (Ed.) Children, transport and 
the quality of Life. London: Policy Studies Institute. 
Imich, A. and Jefferies, K. (1989) Management of Lunchtime Behaviour. 
Support for Learning. Vol.4. (1). pp.46-S2. 
Imich, A. and Jefferies, K. (1994) The management of playground and 
lunchtime behaviour. In Gray, P., Miller, A. and Noakes, J. (Eds.) Challenging 
Behaviour in Schools. London: Routledge. 
IPA website www.psyc.bbk.ac.uk/ipa 
Johnson, K. ( 200S) They'll think they are in heaven: Reflections on co-
researching with children their perceptions of their place(s) in primary school. 
Paper presented at the British Educational Research Association Annual 
Conference, University of Glamorgan. 
Jordan, A. L., Eccleston, C. and Osborn, M. (2007) Being a parent of the 
adolescent with complex chronic pain: An interpretative phenomenological 
analysis. European Journal of Pain. Vo1.11. pp.49-S6. 
239 
Kelly, E. (1994). Racism and sexism in the playground. In Blatchford, P. and 
Sharp, S. (Eds.) Breaktime and the School: Understanding and Changing 
Playground Behaviour. London: Routledge. 
Larkin, M., Watts,S., and Clifton, E. (2006) Giving voice and making sense in 
interpretative phenomenological analysis. Qualitative Research in Psychology. 
Vol.3 pp.1 02-120. 
Lasker, R.D., Weiss, E.S. and Miller, R. (2001). Partnership synergy: A Practical 
framework for studying and strengthening the collaborative advantage. The 
Mil/bank Quarterly. Vol. 79. (2). 
Leff, S. 5., Costigan, T., and Power, T. J. (2004) Using participatory research to 
develop a playground-based prevention program. Journal of School Psychology 
Vol. 42. pp. 3-21. 
Lester, S. and Russell, W. (2008) Play for a change: Play, policy and practice: a 
review of contemporary perspectives. University of Gloucestershire. 
Lucas, B. (1994) The Power of school grounds: The philosophy and practice of 
Learning Through Landscapes. In Blatchford, P. and Sharp, S. (Eds.) Breaktime 
and the School: Understanding and Changing Playground Behaviour. London: 
Routledge. 
240 
Macready, T. (1997) Conversations for Change: Counselling and consultation 
from a social constructionist perspective. Educational Psychology in Practice. 
Vol. 13,(2). pp.130-134. 
Majors, K. 2007 ipaanalvsis@vahoogroups.com.2007. Communication posted to 
IPA discussion forum. (Posted 26/9/07). 
Mannion, G. (2003) Children's Participation in school ground developments: 
Creating a place for education that promotes children's social inclusion. Journal 
oflnclusive Education. Vo1.7. (2). pp.175-192. 
Mattingly, C. (1991) Narrative Reflections on Practical Actions: Two Learning 
Experiments in Reflective Story Telling. In Schon, D. A. The Reflective Tum: 
Case Studies in and on Educational Practice. London: Teacher's College Press: 
Maxwell, J. A. (1992) Understanding and Validity in Qualitative Research. 
Harvard Educational Review Vol. 62. (3). pp. 279-300. 
Miles, M.B. and Humberman, A. M. (1984) Qualitative Data Analysis: A 
Sourcebook of new methods. London: Sage. 
Mooney, A., Creeser, R. and Blatchford, P. (1991) Children's views on teasing 
and fighting in junior schools. Educational Research. VoI.33.(2). pp.103-112. 
Morgan, D.L. (1997) Focus Groups as Qualitative Research 2nd Edition. 
London: Sage. 
241 
Myers, G. and P. Macnaghten, (1999) Can focus groups be analyzed as talk? In 
Barbour, R. and Kitzinger, J. (Eds.). Developing Focus Group Research: 
Politics, Theory and Practice. London: Sage. 
Nightingale, D. and Gronby, J. (Eds.) (1999) Social Constructionist Psychology 
and Critical Analysis of Theory and Practice. Buckingham: Open University 
Press. 
O'Dell, L. and Prior, J. (2009) Coping quite well with a few difficult bits: living with 
disfigurement in early adolescence. Journal of Health Psychology. Vol. 14. (6). 
pp.731-740. 
Ofsted Inspection report www.ofsted.gov.uk 
Ota, C., Erricker, C. and Erricker, J. (1997) The secrets of the playground. 
Pastoral Care. Vo1.15. (5). pp.19-24. 
Pellegrini, A.D. (1987) Rough and Tumble Play: Developmental and Educational 
significance. Educational Psychology. Vol. 22 pp.23-43. 
Pellegrini, A.D. (1991) Outdoor recess: Is it really necessary? Principal. Vol. 70. 
(5). pp.40-41. 
Pellegrini, A.D. and Smith, P.K. (1993) School Recess: Implications for 
Education and Development. Review of Educational Research, Vol. 63. (1). 
pp.51-67. 
242 
Pellegrini, AD. and Davis, P.D. (1993) Relationships between children's 
playground and classroom behaviour. British Journal of Educational Psychology. 
Vol. 63. pp.88-95. 
Pellegrini, AD. (1995) School recess and playground behaviour. New 
York: State University Press. 
Pellegrini, A. D. and Bjorklund, D.F. (1996) The Place of Recess in School: 
Issues in the Development of Recess in Children's Education and Development. 
Journal of Research in Childhood Education. Vo1.11. (1). Pp. 5-13. 
Pellegrini, AD., Blatchford, P., Kato, K. and Baines, E. (2004) A short-term 
longitudinal study of children's playground games in primary school: Implications 
for Adjustment to School and Social Adjustment in the USA and UK. Social 
Development. Vol. 13. (1). pp.107-123. 
Play England (2009) Because it's freedom: Children's views on their time to play 
London: National Children's Bureau. 
Play in Schools Association (2009) Survey of Children's Attitudes to School 
Playtimes. www.playinschools.co.uk 
Rabiee, F. (2004) Focus Group interview and data analysis. Proceedings of 
the Nutrition Society. Vol. 63. pp.655-660. 
243 
Rafferty, S. (1997) Giving Children a Voice - What Next? A study from one 
primary school. Spotlights from the Scottish Council for Research in Education. 
65. pp.1-6. 
Reed, T. and Roth, S. (2001) The influence offriendship and caring 
relationships on boys' rough and tumble play. Play Rights. Vol. 23. (1). pp.8-12. 
Reid, K., Flowers. P, and Larkin, M. (2005) Exploring lived experience. The 
Psychologist. Vol. 18. (1). pp.20-23. 
Rennie, E. (1996) Playtime: Using a Systems Perspective. Educational 
Psychology in Practice. Vo1.12, 3. pp.161-165. 
Ridgers, N. D., Stratton, G.; Curley, J. and White, G. (2005) Liverpool Sporting 
Playgrounds Project. Education and Health. Vol. 23 (4). pp. 51-53. 
Robson, C. (2002) Real World Research (2nd Edition) Oxford: Blackwell. 
Roderick, C., Pitchford, M. and Miller, A. (1997) Reducing Aggressive 
Playground Behaviour by means of a school-wide raffle. Educational Psychology 
in Practice. Vol. 13. (1). pp.57 -63. 
Ross, C. and Ryan, A. (1994) Changing Playground society: A whole school 
approach. In Blatchford, P. and Sharp, S. (Eds.) Breaktime and the School: 
Understanding and Changing Playground Behaviour. London: Routledge. 
244 
Rudduck, J. and Flutter, J. (2000) Pupil Participation and Pupil Perspective: 
carving a new order of experience. Cambridge Journal of Education. Vol. 30. (1). 
pp.75-89. 
Sahota, P. (2008) Leeds Free School Meals Research Project: Investigating why 
many children do not take their free school meal entitlement. Phase 1 Executive 
Summary. Leeds: Leeds Metropolitan University. 
School case study (2007) www3.hants.gov.uk 
School case study (2008) www.leadingaspectaward.org.uk 
School case study (2009) www.st-richards.manchester.sch.uk 
School case study (2009) www.berkeleyjunior.co.uk 
School case study (2010) www.harJandsprimaryschool.org.uk 
School case study (2010) www.edwalton.4dsite.com 
School Lunchtime Supervisor Job description. Available at 
www.nottinghamshire.gov.uk 
School Lunchtime Supervisor Job description. Available at 
http://online.dudly.gov.uk 
245 
School Lunchtime Supervisor Job description. Available at www.become-a.co.uk 
School Lunchtime Supervisor Job description. Available at 
www. careersadvice.direct.gov.uk 
Sharp, S. (1994) Training Schemes for lunchtime supervisors in the United 
Kingdom. In Blatchford P. and Sharp, S. (Eds.) Breaktime and the School: 
Understanding and Changing Playground Behaviour. London: Routledge. 
Sheat, L. and Beer, A. (1994) Giving pupils an effective voice in the 
design and use of their school grounds. In Blatchford, P. and Sharp, S. 
(Eds.). Breaktime and the School: Understanding and Changing Playground 
Behaviour. London: Routledge. 
Sluckin, A. (1981) Growing up in the playground. The Social Development of 
Children. London: Routledge and Kegan Paul. 
Smith, P.K. (1994) What children learn from playtime, and what adults 
learn from it. In Blatchford, P. and Sharp, S. (Eds.) Breaktime and the 
School: Understanding and changing playground behaviour. London: 
Routledge. 
Smith, J. A. (1996) Evolving Issues for Qualitative Psychology. In Richardson, 
J. T. E (Ed.) Handbook of Qualitative Research Methods for Psychology and the 
Social Sciences. Leicester: British Psychological Society. 
246 
Smith, J. A (1996) Beyond the divide between cognition and discourse: using 
interpretative phenomenological analysis in health psychology. Psychology and 
Health. Vo1.11. pp.261-271. 
Smith. J. A, Jarman, M. and Osborn, M. (1999) Doing Interpretative 
Phenomenological Analysis. In Murray, M. and Chamberlain, K. (Eds.) 
Qualitative Health Psychology London: Sage. 
Smith, J.A (2004) Reflecting on the Development of interpretative 
phenomenological analysis and its contribution to qualitative research in 
psychology. Qualitative Research in Psychology. Vo1.1. pp. 39-54. 
Smith, J. (2008) ipaanalvsis@yahoogroups.com. Communication posted to 
IPA discussion forum. (Posted 12/12/08). 
Smith, J.A and Osborn, M. (2003) Interpretative phenomenological analysis. In 
J.A. Smith (Ed.) Qualitative Psychology: a practical guide to research methods. 
London: Sage. 
Smith, J.A and Eatough, V. (2006) Interpretative phenomenological analysis. In 
Breakwell, G.M., Hammonds, S., Fife-Schaw, C. and Smith, J.A (Eds.) Research 
Methods in Psychology (3rd Edition). London: Sage. 
Smith, P. (1982) Does play matter? Functional and evolutionary aspects 
of animal and human play. The Behavioural and Brain Sciences. Vol.5 pp.139-
184. 
247 
Smith, P. and Boulton, M. (1990) Rough and tumble play, aggression, and 
dominance: Perception and behaviour in children's encounters. Human 
Development. Vol. 33. pp. 271-282. 
Speigal, B. (1999) P/ayUnks: Play at School Scheme. London: PlayLink. 
Sutton-Smith, B. (1982) A performance theory of peer relations. In 
Borman, K.M. (Ed.) The social life of children in a changing society. New 
York: Erlbaum. 
Sutton-Smith, B. (1987) The domestication of early childhood play. Education 
Week. Vol. 7, p28. 
Sutton-Smith, B. (1990) School Playground as festival. Children's Environment 
Quarterly. Vol. 7 (2). pp.3-7. 
The Good Schools Guide www.goodschoolsguide.co.uk 
Thomson, S. (2005) Territorialising the primary school playground: 
deconstructing the geography of playtime. Children'S Geographies. Vol.3. 
Number 1 (16). pp. 63-78. 
Titman, W. (1990) Rethinking the School Playground. Streetwise. 2. pp.14-16. 
Titman, W. (1994) Special Places, Special People: The Hidden Curriculum of 
School Grounds. England: Learning Through Landscapes. 
248 
Tizard, B., Blatchford, P. Burke, J., Farquhar, C. and Plewis, I. (1988) 
Young Children at School in the Inner City. London: Erlbaum. 
Thompson,S., Knudson, P. and Wilson, D. (1997) Helping Primary Children 
With Recess Play: A Social Curriculum. Young Children. Vol. 52. (6). pp.17-21. 
United Nations' Convention on the Rights of the Child (1998) The New Charter 
for Children's Play. Article 31. Geneva: Office of the High Commissioner for 
Human Rights. 
Vandrevala, T., Hampson, S.E., Daly, T., Arber, S. and Thomas, H. (2005) 
Dilemmas in decision-making about resuscitation - a focus group study of 
older people. Social Science and Medicine. Vol. 62. (7). pp.1579-1593. 
Watts, M. and Ebutt, D. (1987) More than the sum of the parts: Research 
methods in group interviewing. British Educational Research Journal. Vol. 13. 
(1). pp.25-34. 
White, A. and Wilkinson, J. (1986) Playtimes and Playgrounds. Bristol: Lucky 
Duck. 
White, P. (1988) The Playground Project: a democratic learning experience. In 
Lauder, H. and Brown. P. (Eds.) Education in Search ofa Future. London: 
Falmer. 
Whitney, I. and Smith, P. (1993) A survey of the nature and extent of bully-victim 
249 
problems in junior/middle and secondary schools. Educational Press. Vol. 35. 
pp.3-25. 
Wilkinson, S. (1999) How useful are focus groups in feminist research? In 
Barbour, R. S. and Kitzinger, J. (Eds.). Developing Focus Group Research: 
Politics, Theory and Practice. London: Sage. 
Willig, C. (2001) Introducing Qualitative Research in Psychology. London: Sage. 
250 
Appendix 1 
The Reflective Diary 
Purpose of diary 
The Reflective Diary consists of memo notes to myself to help me to think about 
particular issues, have personal dialogue and reflect on the assumptions and the 
way that the data had been interpreted. Specifically, I used the diary to reflect on 
the level of analysis that is being presented (descriptive,ideographic, summative, 
interpretative), and why, and to consider where the interpretation came from 
(existing theory, practice, personal views, novel or emergent ideas). The diary 
was particularly useful in exploring bias. The diary was started just before the 
research data was collected and was continued during the analysis of the data. 
Initial and ongoing personal thoughts 
What am I going to do? What is it all about? I am constructing the lunchtime 
reality with supervisors but I am going back to check what they said. I am, 
'sculpting' it with them. I have come with my ideas and my views which must be 
acknowledged. Reflexivity. Change isn't the aim but I know that things may 
change as a result of talking together and with me. 
It's about jOintly working out together what lunchtime supervision is about, the 
core of the job, what is underneath the telling ofts, the wiping spills, the standing 
around. 
I am interested in the quality of what they say - the richness of it. I want to try to 
access their account. I think I've got a bit of the story. I want to talk with them, 
observe them and talk some more to add to my understanding of their story. 
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Then I want to stand back from it all, look back over it, stand back again, and 
look back over again. This will help me to get more of the story, to try to 
understand it, describe it. Robust. What do they mean by that? Could it be this? 
Why? Could it be that? Why? If it were this what would it mean? 
'Lunchtime supervisors'- reinforces the idea that they are there to supervise 
those aspects that are to do with lunch i.e. the queuing, getting food, clearing up 
afterwards, doing this in a timely way. Some call them mid-day supervisors, 
would this be better? I know from talking with some supervisors that they like to 
be called, 'dinner ladies', because, 'that's what we are', 'it's what we've always 
been called', 'it's what everybody knows us by'. 
I know that there will be some parts that I cannot check out in any way - it is 
about their views, for example they may say that there is a lack of status or 
respect and I've no way of knowing if that is true, or even if it is something about 
the way that they do their job, or something about them personally that means 
they do not gain respect. I have to accept the limitations of what I can do, but 
perhaps reflect on it from time to time. At least acknowledge that it is/maybe an 
issue. 
What I hope to be doing is exploring: 
• My story. 
• Their story. 
• Our joint story. 
Early in the write up I need to outline where I'm coming from. 
• Then their views. 
• Then come back to my story. 
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• Was I, iright'? 
I am trying to explore a story of lunchtimes. Finding out. Exploring the process. 
But I must remember it's their job. It's what they spend part of each day doing. 
They get paid for it. They may even get some status for it (at home, in the 
community, amongst their friends). They may get some personal esteem from it. 
I do not want to spoil this is anyway by doing this research. It needs to enrich all 
of this, I think. Will I be enriching things for them, by involving them in the 
research? My initial chats with them suggest I will be. They are delighted. 
Thoughts on the interviews 
I want to think about some of the dynamics of the interviews. One of the 
supervisors was male. Would this affect the dynamics of the group? Would this 
cause a power issue between the male supervisor and the female researcher? 
This did not actually seem to be an issue. The conversation seemed to be as 
easy as it had been with the initial study and there was nothing about the male 
supervisor's presentation that suggested issues over power. Everybody seemed 
very comfortable with each other. 
One of the female supervisors was senior. Potentially others might have deferred 
to her in the interview or been wary of offering an opinion. Again, this did not 
appear to be an issue. There was some challenge and debate on certain things 
that she said. It seems that she became senior by virtue of being there the 
longest and the others were happy for her to take this role. There were positive 
and respectful relationships between all of the supervisors. They saw having a 
senior as strength in terms of behaviour management (being able to use a 
hierarchical approach) and for communication with the Head Teacher. They also 
said that they liked somebody to 'be in charge' to help them to make decisions. 
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One of the supervisors was of a more dominant personality and might be inclined 
to talk more than some of the others. This is something that that had to be 
sensitively managed as there were times when it was a difficulty during interview. 
I adopted various strategies, such as openly asking what others thought of 
something, or looking directly at another supervisor as a prompt for them to 
speak. I was confident that all of the supervisors were keen to contribute. 
Reading the interviews 
I've looked at various ways of analysing the data but they feel somehow 
inadequate for what I want to do. I'm trying to immerse myself (a bit like Alice in 
Wonderland) amongst the data. I do not want to lose the richness of what they 
are talking about. I'm a little bothered that sometimes when I look at the 
transcript it depends on my mood as to how I interpret. I'll need to keep looking 
at it, again and again, to neutralise (as it were) the impact of my emotional state. 
I'm getting lost in searching through literature and reading about analysing 
qualitative data. 
I want to explore core feelings and attitudes so I want something that feels, 'right' 
to me, which intuitively I am comfortable with whatever I try to do with the data. I 
suppose it's like putting on a pair of comfy slippers. I know that Dr Scholl may 
have some perfectly, scientifically comfortable shoes, but they just do not feel 
right to me. I need my not quite perfect but feel good slippers. 
How trustworthy is my story going to be? Of course I can trust it - it's their story -
it's what they think, it isn't relevant if they've got it, 'wrong'. 
My story is a growing one. I have started from one point and I'm moving. It's like 
shifting sands, not too fast and it's not shifting the picture totally I'm glad to say. I 
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had one chapter in terms of my views and experiences, then I talked to them and 
got another and then observed and the colours were added and then I talked 
some more and the colours became more vivid. I realise it's like a rainbow. I can 
stand back and see what I think I can see. I strain my eyes and the colours 
become more vivid, and I think I can see where the rainbow is going. I look away 
for a moment, then back, and have to re-focus my vision again. But all the time I 
can not quite see the end of the rainbow, I can not quite see where it starts, I do 
not know what made it, but it's there, it's relevant, it has a reality. That's what 
lunchtime supervision is about, or at least that's what an outsiders view of 
lunchtime supervision is about. I'm getting poetic with my thoughts here - need a 
break. 
Checking with my tutor 
Met with Liz. I liked what she was saying. She is like a guide taking me down a 
path that I want to be taken down. She's helping me to find my comfy slippers so 
that I can enjoy the view of the rainbow. 
Write notes about what I am trying to get out of it. 
What lies behind their experiences - what makes them say that? 
Be confident - what I think is fine. 
But always ask myself why I am choosing that step, rather than another one. 
Why did I think it was right? 
Get inside their perspectives. 
I've got an idea of some themes but I need to be open to new themes. Okay I 
may not use them in the end but that's fine. Use the actual words they say. 
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Later look at the literature to back up what I've done. This will give me the 
structure/rationale for it. 
Re-visit the interviews 
I've left things for quite a while now. Busy with life/work. Picking things up again 
is hard but it's interesting how I read different things in the transcripts. Different 
things that people said during the interview seem to stand out more for me now. 
I'm kneeling on the floor. Highlighter pens in hand. Colouring like mad is the best 
description I can give. I get excited when I see themes emerging. I colour, then 
think of something different and want to put that comment in a different colour. 
This is what understanding the data is about. It's so frustrating at times. I have to 
walk away, come back and look again. This process is repeated. 
I'm trying to go through the transcripts to colour code themes, but keep getting 
lost in the inference bit and cognitively clustering things together (e.g. facilitator-
learning, play, social). I think that I need to just go through the transcripts and 
annotate with what comes to mind, and then go back and back again. 
Actually, now I'm realising that by highlighting certain words/phrases I am 
actually distorting my view of the interviews. If for instance I highlight something 
that suggests supervisors think of lunchtimes being about physical needs then I 
cannot easily later ascribe that same set of words to another category, such as 
perhaps the supervisors having a core belief that children need exercise, or that 
the supervisors believe that the teachers think this, or whatever. It's like I've fixed 
it into a box. This isn't particularly helpful and doesn't allow me to re-visit the 
interviews. It doesn't help me to be open to new insights. I'm going to stop 
highlighting parts of the interviews. 
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Reminder to myself - I'm interrogating the interviews by reading them. I will return 
more to the way that IPA suggests the analysis should be done. I'll write in the 
left margin things that strike me. I'll do this for the whole of Interview 1. Then I'll 
go back, check it. Anything I'm missing? Then I'll try to write a theme word or 
phrase that captures what I've written on the left, and write this on the right. 
When this has been checked, and checked, I'm going to write all of the right 
handed things on to individual post-its. Then I'll leave them. Turning to Interview 
2 I'll do the same thing. When I have the two sets of post-its I will try to cluster 
them. I've decided not to do any clustering of Interview 1 post-its because I do 
not want to taint my thinking when I do the Interview 2 analysis. I've seen how 
easily I can get trapped into certain themes by highlighting so I do not want to fall 
into this again. 
Been reading more about IPA - need to ensure that my analysis is: 
• Organized 
• Detailed 
• Plausible and Persuasive 
• Transparent. 
I need to give an account of the meaning of the data. 
This phenomenological emphasis on experience recognises that meaning is first 
constructed jointly by participant and researcher during data collection and then 
acknowledges the subsequent interpretive role of the researcher during data 
analysis. It recognises the, 'insider's perspective'. This is just what I hope to be 
doing here, as I read and analyse. Must remind myself though that I am trying to 
get at their perspective, through my eyes. 
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I'm reading the interviews again, and noting down interesting things. Different 
layers, the supervisors, the children, the teachers and the school system, are 
building up (like a high rise building). There is an interplay and connection 
between them and of course conflict. Which layer/s drives which other layer/s? I 
do not think it's a simple as this but an interesting idea. 
I'm looking at the transcripts but feel somehow that they do not lend themselves 
well to the emphasis, the pauses, the humour, the flow and the exchange 
between the supervisors. It's being there and actually listening to them that give 
the, 'richness'. I'll have to discuss this when evaluating the research. Also, I 
cannot help but wonder why I did not pick up on certain things that supervisors 
said. However I know that there were times when the conversation about a 
particular issue was sought of, 'wound up' by the supervisors so to ask another 
question about it would have felt false. That's okay, I think. I wanted them to 
guide me around their role and share their story rather than me interjecting with 
my interests and agenda. I do wonder though why I interjected with certain 
questions (such as the one about behaviour strategies). I seem to have 
influenced their story a bit here. 
The writing in the left margin takes ages and ages. I'm wondering does any of 
this make a difference. What is the point of it all? I have to say though - I'm fed 
up reading those transcripts. I do need to have a break from it all I think. I need a 
fresh pair of eyes to be open to ideas. 
A month later 
No, I can demonstrate the richness. I need to identify patterns in what they said, 
draw together some sort of structure and then produce a narrative account of the 
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structure. Episode by episode analyses of the transcripts - inference and 
conjecture become the, 'data'. 
At the very least I think there has been a change in me. I am trying far more than 
I did before, or at least was aware that I was doing before, of pausing and 
thinking what lies beneath things that people say to me. Not always of course but 
sometimes, either as soon as somebody says it or even later, when I have a 
moment. Naturally the old LOFT syndrome comes into play (Limited 
Opportunities for Thinking - it's a, 'syndrome' that I've coined to try to encourage 
me to do more thinking/reflecting). 
I'm a bit nervous about analysing these interviews. What if my interpretations are 
wrong? What if their story has been created by the very first question that I 
asked? I asked them about the purpose of lunchtimes - they may never have 
thought of this before but I've suggested to them that they do. They may simply 
be responding with what they assume I would expect as a reply. I do not know 
though - perhaps if they talk more about the purpose - if this idea comes out in 
other things that they say this would give me greater confidence in their initial 
responses. I'll have to check, and re-check, to look for trends. 
I have checked through the transcript and am now confident that the supervisors 
do think about the purpose of lunchtimes and that it would probably have been a 
part of their story even if I had not asked that direct question. They go on to talk 
about learning and social skills for instance in other parts of the interviews. I 
suppose it's wise to think about this though. What we ask, the way we ask it and 
the order in which we ask can influence the story that somebody shares with us. 
Find it hard to separate description/interpretation. I seem to do them 
simultaneously. Even as I read things spring to mind that might ultimately 
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become a theme, for example, 'We', (do not know what else to call this at 
moment) seems to be a theme. This involves mutual support, conflict with 
teachers and children. Shared responsibility. I think that what I need to do is 
keep the Reflective Diary to hand and jot things in it as I think them. I do not want 
to lose my thoughts so no matter how daft or ill formed I will record them and I 
can sort them out later. 
Another month goes by 
Just been reading Davies book (1993, Shards of Glass). She writes of a lovely 
idea. 'Palimpsest'. 
'This is a term to describe the way in which new writings on a parchment 
were written over or around old writings that were not fully erased. One 
writing interrupts the other, momentarily overriding, intermingling with the 
other; the old writing influences the interpretation of the imposed new 
writing and the new influences the interpretation of the old. But both still 
stand, albeit partially erased and interrupted. New discourses do not 
simply replace the old as on a clean sheet. They generally interrupt one 
another, though they may also exist in parallel, remaining separate, 
undermining each other perhaps, but in an unexamined way'. (p11). 
This strikes such a chord with me. Each time I look at the transcripts and scribble 
my interpretations onto them I worry that I can not quite separate the new idea 
from the old one. But Davies is right - this is the richness of it, the different ideas 
should interrupt each other, influence each other and it's the layering that is of 
such interest to me. 
260 
But - here's a thought am I just to trying to find out what they think because then 
we can intervene to improve children's experiences or am I interested in their 
views, full stop. Is that value enough? 
Actually, I thought about this over night. I am interested in what they think. This 
isn't about improving children's experiences. In fact much of what they say is 
about them in the interviews. I am being honest in what I am trying to do in this 
research, and in the analysis. I've also been thinking about the terms that are 
used, 'playground' for instance, suggests that it is an area that is solely for the 
use of play, it suggests it doesn't have anything to do with learning, perhaps. 
When I look back at the interviews though the superVisors make references to 
learning during lunchtime so they do not limit their thinking to, ·play'. 
Reflecting and reminding myself about the analysis 
I've been thinking more about doing the analysis. There is some tolerance of 
ambiguity and contradictions but that's okay as it's a reflection of the social 
reality being investigated. 
Remember this is double hermeneutic - questioning and critical. I've looked back 
at how I said I would interpret the transcripts. In the early stages I want to think 
about how what they are saying can be summarised but I also need to think 
about what is underlying their comments. How does it compare with what I've 
already analysed? In the interpretation I need to ask myself questions about 
what it means and why they talked about it. I need to consider what the existing 
literature has to say about that. When clustering the themes I will look for things 
that seem to naturally fall together and consider how I might understand and 
explain exceptions. What seems a main cluster and what seems subordinate, 
and why? How do things seem to cluster - conceptually, temporally and 
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contextually? I'll need to keep coming back to this to remind myself of what I am 
trying to do. I will also have to keep looking back with the actual transcripts to 
check if what I am saying is grounded in the supervisors' conversations. I must 
also ask myself if it makes sense. Does it answer the research question? Is the 
analysis sufficiently interpretative? Can the interpretative account be seen to 
develop from a phenomenological core? Is the structure clear and meaningful? 
I have to do the analysis in chunks of time. I get tired and worry that I might miss 
something though doing the different levels of analysis will help me to be more 
thorough. I also worry about over interpreting and reading too much into things. I 
need to make sure there are threads through the interviews that back up 
whatever interpretation I make of what they say. Again I think the different levels 
of analysis will help me to ground the analysis in the actual words used by 
supervisors. 
Now I am worrying about how to record the analysis of the two different 
interviews. The problem is that I do not want to separate them but do I have 
Interview 2 as a continuation of Interview 1 and thus have very big line numbers 
to deal with? Alternatively I could do them separately but then the reader could 
be confused wondering if I was talking about a particular line number for 
Interview 1 or 2. I've realised too that in the write up I will have line numbers for 
the interviews and line numbers for the diary (possibly). I am going to have to try 
to think of some simple coding system to make it clear which interview I am 
referring to. What a dilemma. Often it is these seemingly trivial matters that take 
up a lot of thinking time (for me anyway). I just want the interviews, the analysis 
and the write up to be easily accessible to the reader, and to me. I also want the 
analysis of the interview to be manageable. 
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I've given this some thought and tried out different ways of doing it. Ultimately I 
have decided that the important thing here is about the analysis. Therefore I am 
going to do the two interviews separately because I do not want the shape of the 
outcomes of the analysis of Interview 1 to shape the analysis of Interview 2 (I've 
already learned the mistake of this when I tried the colour coding in the initial 
stage). I have also decided to split the Reflective Diary into Parts. Part 1 is the 
analysis of Interview 1 and Part 2 is the analysis of Interview 2. Part 3 will be 
about the sorting and clustering of themes. In the write up I will therefore 
potentially have references such as, Line 102 (Interview 1) and Line 384 (Diary 
Part 2). This may well all change as I may find it clumsy. 
Reflective Diary Part 1: Finally. a record of the personal dialogue during the 
analysis of Interview 1 
As I am analysing the interviews I make notes to myself, about themes, or my 
thoughts on my interpretations of what the supervisors say. The headings I'm 
using are fairly arbitrary and just help me to structure my thoughts and my 
writing. These may well change; it's just a record of what I am thinking at the 
time. 
General and initial thoughts 
As I read the transcript ideas half form in my mind. One of these is that I sense 
the supervisors recognise a need to support the teachers to fulfil their role. They 
want to know what the teachers expect of them and they want to be left, to be 
trusted to get on with it. I think the supervisors want some autonomy and some 
appreciation of what they do. 
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I sense conflict in a number of areas. Firstly there is the conflict between having 
so much to do and a desire to facilitate children's play, learning and social 
interaction. They cannot do it all. Secondly I sense a conflict in terms of what the 
supervisors' think that teachers expect of them, how they communicate with 
them and involve them in decision making. I do not know if this is a status issue. 
I am also struck with the pleasure that supervisors seem to get from being 
around the children. I had not anticipated this at all. Nor had I anticipated that the 
supervisors would talk about the different agendas that the children and they 
have, or how there is some shared understanding between them. 
Nature of Play 
Line 4. To play, to playas children'. What lies underneath this? Are they 
suggesting that children sometimes play in some way other than, 'as children'? I 
wonder if they are referring to the characteristics of play i.e. being within the 
children's choice, creative (etc). Or am I reading more into this, perhaps it was 
just a flippant phrase. I'll see what else they say about the way that children play. 
Purpose of lunchtime 
Line 3. First (primary?) reason given for having lunchtime is about letting off 
steam, to chill out. They mention it again later, when discussing wet play (Line 
1607). 
Line 13. If children do not get out they are a, '~it hyper'. 
Line 5. They also feel that part of their job is about giving teacher's a rest, so 
they are there to support them. 
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Obligation/Permission 
Line 3, 5, 8. They use language (let, give, get) that suggests their experiences of 
supervising is about permitting children, or being obliged to let them do 
something. It is within their power to let children do something. 
Line 453. 'Getting them through their dinners'. 
Line 830. 'Ensuring that they do things they have to do'. 
The supervisors can chose to give or withhold permission. They are the powerful 
ones at lunchtimes. 
'You have to allow this', (Line 1608). 
Line 1663. 'Definitely, because we're letting the teachers have their time .. .'. It's 
as though they feel they are bestowing time to the teachers. It's also about 
recognising teachers need a break and supporting them to take this break. 
Lack of confidence or experience in expressing their views 
Lines 3, 17,20,483. Thinking about their language use again. 'I think', 'I think 
anyway', 'as you say', 'I don't know, I think we do'; They seem uncertain, 
perhaps worried about expressing a confident view and wanting support from 
others. Why do they lack confidence? Or haven't their views been asked for 
before? 
Line 1895. 'It's surprising isn't it, when you get started there's so much to say. I 
didn't realise just how much we did'. 
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Links with learning 
Lines 9-13,16,18-19. When talking about the purpose of lunchtimes there are 
clear links with learning (needing a break from learning, help with their learning, 
settle, switch off). I'm both surprised and delighted that the supervisors make this 
connection between lunchtimes and the benefits for children's learning. This is 
certainly discussed in the background literature about the value of lunchtimes in 
schools. Additionally in the literature review there is recognition that formal 
education experiences inform children's play. The supervisors describe a time 
when a class topic on the Fire of London influenced children's play at lunchtime 
(Line 394). 
The, 'switch off, (Line 19) is interesting - do they think that children need this -
do they view the learning experiences for children in class to be something that 
is stressful in some way? They return to this idea in Line 311, 'Not having to put 
up with any bother or worry about schoolwork'. 
Line 282. They reinforce this idea, 'The learning just carries on, but in a different 
way'. 
Line 284. This sort of links with the idea of the supervisors knowing children, and 
in a sense there is an element of secrecy or an adult agenda that is not known to 
the children, • ... and they don't even know they're learning. Just as well really, cos 
if they did, they would stop', 
Self-esteem of children 
Line 53. They recognise that some children find class work hard but may gain 
success on the playground. So, time on the playground can boost a child's self-
esteem. Another point here is that the supervisors regard lunchtimes as a time of 
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success for children (not consistent with the view in some of the literature about 
the problems that lunchtimes create). 
Lunchtime world closed to researcher 
Line 19. 'You see' suggests they are explaining the lunchtime world to me as an 
outsider. They know that I do not really know what it's like at lunchtimes. 
Obvious purpose of lunchtime 
Line 33. 'Social skills' simple, plain statement. It's almost as though it requires no 
explanation. If a miracle happened they'd like the children to mix, have little 
arguments and sort them out between themselves, without it getting out of hand 
(Line 1882). 
They also say that they are there to help the children to play, 'I think that's part of 
our job .. .'. ' ... the ones who don't know how to play are the ones that don't know 
how to socialise either', (Line 1849). The supervisors are telling me that they are 
there show the children, to teach them, how to play and socialise. This is very 
important to them but it isn't what comes across in the job descriptions that I 
researched. In the literature review there was not mention of supervisors having 
a sense of responsibility for promoting children's social skills. 
They know the children and develop relationship with children 
Lines 21-25. Implies that they observed children talking to each other, and know 
what the content of their conversations are. They are in a privileged position of 
knowing what children do and say. 
Lines 42-46. The supervisors again seem to be communicating here that they 
know children, and they think this is important. 
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I think there may be another layer to knowing children. I do not think it's 
necessarily just about being better able to respond to their needs. At Line 1456 
they admit that they know background to children's lives and they know things 
about their families. They say they talk about this amongst themselves but, 
' ... you wouldn't talk to others about it', (Line 1456). It's as though they are 
holders of information that others do not have. Perhaps this makes them feel 
more powerful. They also make assumptions about families on the basis of 
things that they claim to know, 'Well you know why he's messing about don't 
you? You should see what the behaviour is like at home. The dad is always 
swearing', (Line 1458). 'A lot of that comes, when you listen to them, it comes 
from the parents', (Line 1724). However they also use this information in a 
nurturing way, 'If like you know things aren't good between the mam and dad 
you'll maybe watch out for them', (Line 1471). The influence of the family is 
identified in the research that I reviewed. 
Line 44. 'They like to help more'. How do the supervisors know this? Could this 
be about children knowing that helping out gains praise and adult approval? Are 
the children reading the adult agenda? Is this about the supervisors wanting to 
think that children want to help as this gives the children some intrinsic 
satisfaction? The background literature that I reviewed suggested children would 
discover adult agendas and behave accordingly. 
Line 51. They talk of the children feeling good when they help out but how do 
they know? Is this about them feeling good seeing children doing something nice 
so they assume that the children must feel good too? Is this about them 
reinforcing the notion that they know the children? The idea of children being 
aware of the supervisors' agenda and working with it in parallel with their own 
agenda was discussed in the background literature. 
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Line 57. 'We know who they are don't we'. Again they know the children. 
Lines 457-465. They describe understanding a child's needs for discretion and 
how they treat the children individually. 
When asked later about how they have changed over time as a supervisor they 
explain that with time, ' ... you get to know the kids and you know which ones you 
can be silly with. And which ones you have to be firm with and which ones you 
can be daft with', (Line 1505). Again they are telling me that they know the 
children and respond differently to individuals. They use humour and sound as 
though they have fun with children. 
Lines 607-623. When asked about being an effective supervisor they feel 
strongly that you have to know children and be sensitive to their individual needs. 
Equally the children know and can read the adults (shared culture). The adults 
have to be one step ahead of the children. 
When I asked about reward systems in school the supervisors talked about being 
assigned to individual classes and how this helped to build up relationships with 
the class teacher and the class (Line 1090). In doing this a balanced view of 
children was able to be formed. I assume that without this the supervisors must 
usually focus on, as they call them, the, 'bad points': Although they have a 
discussion about the relative merits of being assigned to a class they convey that 
they think it is important to develop relationships with children and this helps in 
managing their behaviour. 
Needing to know children is stressed again when talking about supply teachers 
and how it would be pOintless to discuss children with them because, ' ... there 
isn't an awful lot of point in talking to somebody who's on for a half a day 
269 
because they haven't got any background to the issues and you really want to be 
talking to somebody who knows', (Line 1255). Understanding and respecting 
individual children's backgrounds and differences is clearly important to the 
supervisors. 
This is confirmed when they talk about the buddies. 'Yeah we got the kids 
together and listened to their opinion and went with them', (Line 1347). It seems 
there was a system before, but it had not been set up in consultation with the 
children so it did not work well. They are open to new ideas and thinking about 
why something did not work, and trying again. They aren't put off by problems. 
They also recognise that children are the playground experts and so their views 
should be sought. I discussed this in the background literature review and raised 
a concern about whether adults would worry about the redistribution of power in 
involving children in decision making. It seems that the supervisors do not overtly 
worry about power imbalances. 
They do not think that training would be useful, partly because, 'It's all right 
reading about it. It's about personal relationships. And children. They're all 
different, very individual', (Line 1527). They obviously have some confidence in 
their own abilities to develop this knowledge about children and their relationship 
with them. They often refer to children as being very individual, which I did not 
expect but am heartened to read, particularly as there are so many children in 
their care at lunchtime. 
At Lines 1698-1708 they talk about a miracle event. 'The children would just be 
what you would expect and want children to be'. They realise that some children 
won't listen and do as they are told. This is normal. They accept this aspect of 
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children's presentation. Is this about knowing children well? Does this include 
having expectations of non-conformity? 
Team solidarity 
Immediately they begin by presenting themselves as a team. 'We', and 'us', are 
used a lot during the interview. There are so many I will not list them. 
Line 6, 8, 11, etc. They use words, 'them' they're'. Is there a them I us divide? 
Lines 46,48,57. 'We're'. ' ... that's where we can help'. 
Line 166. The supervisors have a degree of confidence in their relationships 
such that they are able to disagree or question each other. They agree with each 
other too. 
Line 572. They respect the differences between themselves, 'Not all of us are the 
same but that doesn't matter'. They know each other's strengths and support 
each other. They are able to ask for help. This comes across as a real strength 
of the team. They have had to develop a team identity because they lack power 
in the school. 
Line 624-628. The think they are a, 'good team'. This simple statement reinforces 
the view that they are effective supervisors. 
Line 767. 'It's us on our own'. 'We need to be there for each other', (Line 1535). 
They feel lonely and unsupported. A sense of loneliness comes again later when 
they describe how consistency helps them to do the job well. 'We try but 
sometimes we don't always manage it because it's a big school and sometimes 
we're a yard or so apart', (Line 1187). Physical space is an issue for 
management though they have said children need opportunities that space 
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creates (is there a tension between the belief about children's needs and the 
challenge of managing this?). 
Line 781. 'So's we just get on with it and do our own things really'. They have to 
be a team because the teachers do not offer them guidance or involve them. 
Differences in views are comfortably expressed, 'I think differently to you on that', 
(Line 999). 
Even in the course of the interview they exchange ideas about being assigned to 
individual classes and one supervisor is comfortable to admit they have no 
relationship with the class they are with at that time. 'I've got no relationship with 
them. It's a year 5 class and they don't want to know. I'm friendly with the 
teacher. It's a good class though', (Line 1100). It is acknowledged that working 
with the infant classes can be easier so they decide to swap classes. This 
reflects support for each other and the mutual trust that they will not judge each 
other as being incompetent. Being assigned to individual classes is something 
they must feel they have control over. Do they seek these opportunities to assert 
themselves? 
They certainly work at developing the sense of being a team. Line 1208, 'We get 
time for a chat before lunch as well and at the end'. 'We don't always talk about 
the children though. We have general chitchat. But that's important too .. .', (Line 
1210). 'Talking can be good, to each other', (Line 1531). 'You get different ideas 
and you get to know that what drives you up the wall drives her up the wall too', 
(Line 1532). They know each other well and will support each other, sometimes 
with humour, 'So me being me I went and made her laugh and we went down 
together and sorted the problem out. .. ', (Line 1627). They sorted the problem 
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together - it was not a case of handing it on. This suggests a collaborative 
approach. 
They claim ownership of the buddies, 'We've got the buddies now on going 
again', (Line 1329). 
They compare their team with how it used to be when they first started and 
communication was poor. 'They were the old school', (Line 1490). This suggests 
that they are the, 'new school' and the connotations of this are that they are more 
forward thinking and more effective. They also endeavour to be fair by sharing 
the roles and having a rota (Line 1495). 
The supervisors think that teachers do not work as a team and do not have the 
confidence to admit when they find things difficult, 'It would be like saying they 
couldn't do their job', (Line 1643). Yet they can be open with each other (Line 
1637). 
They are comfortable admitting to things that bother them, 'I can't cope with kids 
who tell tales and ones that go on like that, about friends', (Line 1872). This takes 
real strength within the team and individual confidence to admit to a weakness. 
Career Choice 
Lines 422-436. They are adamant that this was not a career of choice but it is 
convenient. Might there be some shame, or feeling disappointed in their choice 
of career? I'm not sure though because they do seem to enjoy it and enjoy being 
with the children. They also think that they have a valuable role. Unless of course 
they have tried to convince themselves of this to justify why the job is worth 
continuing with. I have to say though I think not. I think it probably was largely 
convenience but they do now truly value their role. 
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Line 507. They feel they have a choice to go somewhere else but is a this real 
choice if one of the reasons is about convenience? They may actually feel 
trapped in the job. This comes up again in Line 445, 'You get away after an 
hour'. 
Lines 511-541. They believe that they can do the job and have confidence in 
their own skills but lack formal qualifications. This may impact on their self-
esteem (and one was very proud talking about her NVQ) and also perpetuate 
this feeling that they do not really have a choice. The job is convenient. They can 
do it and do not have qualifications to make an alternative choice. 
Line 526. A supervisor asks if anybody can go to college and wants reassurance. 
The supervisor aspires for more. Another doesn't, she wants something that is 
convenient and manageable (Line 535). It's good that she can be honest about 
this and suggests trust between them. 
This concern about qualifications brings to mind some of the research that I read 
which stated that supervisors did not see themselves as, 'educationalists'. I think 
self-esteem is probably connected to an awareness of the lack of qualifications. 
The supervisors did actually describe a lot of their work as being about teaching 
and facilitating children's learning. I think they should consider themselves to be, 
'educationalists' . 
Gender and age expectations and differences 
Line 37. Quite early into the interview the issue of age comes up. They talk about 
the, 'older ones'. Line 833 they talk of facilitating different things for different 
ages, and again at Line 901. Line 878 they explain that they have banter with 
older ones, and try to get them to sort out their own little problems. Forming a 
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relationship with a Year 5 class is identified as a difficulty (Line 1100). Wet play is 
more of a concern for those supervising the juniors (Line 1588). I think they may 
have certain expectations of children of a certain age? Maybe this is what they 
actually observe older children to be doing. Perhaps the children are reading 
what the adults expect of them and are acting up to these expectations. I do not 
know. I wonder if this is tied in with the supervisors' views of wanting to be 
needed, and having a nurturing role. Perhaps they feel they cannot do this or do 
not do this as much with the older children as they do with the younger children. 
Line 37. The supervisors perceive older children to be caring. Is this something 
about the power or the status of the older children over the younger children? 
Line 45. Gender is raised as an issue. Do they have expectations of boys, for 
instance they use the phrase, 'even boys'. 
Lines 125-127. They explicitly express a difference between the way that boys 
and girls play in suggesting that girls make up more games. Or play more. But 
also that the younger ones do this more too (I assume than older children). 
Perhaps this is what they observe, or perhaps it's what they assume. Or could it 
be that girls are more inclined to share/show their games than boys? 
Lines 158-166. The supervisors pick up this thought that I was having. They 
discuss whether or not boys feel able to, 'let themselves go' and suggest that it is 
expectations about the way that boys should play that inhibits their imaginative 
game playing. But, who communicates these expectations to the boys - could 
the supervisors be doing a bit of this themselves without realising. 
Lines 128- 135. They like to be able to see how children change over time as 
they mature. They realise that children need to have some resilience to cope with 
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secondary school. Is there also something here about power and status? Year 6 
children being big and having too much confidence? Are the supervisors lacking 
in confidence themselves in relation to the older/bigger children? 
Consistent with other research into the views of supervisors the issue of football 
comes up in relation to its dominance for older boys (Line 300 and Line 1822). 
The supervisors make a valid point that boys have always liked to kick a ball 
about. They link this to how children's play has not really changed over the years 
but it just feels different to them. How does it feel different I wonder - is it 
because now they are able to stand back, observe and reflect whereas when 
they were younger they were busy with their own activities? Might this suggest 
that although adults worry about the dominance of football this isn't something 
that the rest of the children worry about? I had not really thought about this 
before but it is possibly a good point. 
Football dominating space is raised at Line 1834, They're competing against the 
footballers with that, who volley the ball against the wall'. Maybe it's not the game 
of football itself that is the problem but the way that the children play it and the 
expectations they have about being allowed to play in an aggressive and 
domineering way. 
Do we, as adults, have this romantic view of what children's play at lunchtimes 
should be like based on our own cleaned-up rose tinted memories of our own 
childhood lunchtime experiences? Perhaps the sort of things that children do and 
their experience in playgrounds today is very similar to what we did also. 
Alternatively do they simply play different types of games that adults do not 
recognise and which makes the adult feel left out and on unfamiliar ground. 'We 
showed them how to play two balls, me and J., with the girls, and they had no 
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idea how to', (Line 1817). Why should children be expected to be competent at 
the games that adults played when they were younger? 
Lines 629-638. They mention the benefits of having a male supervisor. He is a 
positive role model for the children. They make assumptions about the other 
male role models in children's lives. Being a role model seems to be something 
that they think is an important part of their role though this was not a part of the 
background literature that I reviewed. 
I see it comes up again at Line 848, ' ... they look up to you .. .' 
When talking about how they supported a child whose mother had died and how 
miserable he was feeling the comment, 'He was only little', (Line 1680) is made. 
Does this imply that had he been bigger the child might have had different 
feelings, or they would have expected him or themselves to deal with the 
situation in a different way? Or are they portraying an image of this poor little 
child who they nurtured and how kind are they, how much bigger they are? They 
use the word, 'little' again at Line 1685, 'Her little face .. .'. Is there something a bit 
patronising about this, I do not know. I do not think it is meant this way but there 
is something about the children being little and helpless and the adults taking 
care of them. 
When I think more about this I realise that the phrase, 'Bless them' is used a few 
times (Lines 849, 1686 and 1698). Poor little innocent children being blessed by 
the more powerful adult. Or is it simply a term of colloquial endearment? 
The supervisors talk of the girls being more prone to friendship fall outs (Line 
1867). Possibly this reflects that the girls seek adult intervention more or do the 
boys resolve such difficulties in a different way (or is this my own gender bias 
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assuming that boys sometimes solve problems in a physical way}. They go on to 
say that the boys have a fight and move on from the problem, particularly as they 
get older (Line 1874). 
In the literature review influences on children's play were identified and these 
included age and gender of children. The supervisors however seem more 
concerned with the age of a child. 
Specific problems 
Line 55. Line 690. They talk about children who do not have friends or do not join 
in or who are quiet. This is the first problem they've identified and it's about 
individual children, not about significant behaviour challenges. It suggests that 
they are aware of children as individuals. 
Line 249. Bullying during lunchtime is raised but as a side issue to the issue of 
teachers not understanding what happens at lunchtimes, rather than it being a 
significant problem in itself. 
When talking about the behaviour of children the supervisors suggest that this is 
a concern restricted to a limited number of children, who they refer to as the, 'real 
problems', (Line 1008). They later say that, 'It's individuals that cause problems', 
(Line 1029) and talk about how this impacts on other children and how well they 
can do their job. Behaviour then doesn't seem to be a generic issue but the 
ramifications of it can be. A child can become a poor role model and others may 
imitate to see how far they can go. 'Sometimes if they see this child getting away 
with something they have a little go at it to see how far they can push the 
boundaries. So they do a little test', (Line 1041). However the supervisors 
suggest they are aware of this and ready to respond if need be. This is about 
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knowing the children and being skilled at observation and able to use sensitive 
management. 
Fighting is mentioned and they say that they ' ... don't really get lots offighting, 
like real fights, do we? It's maybes arguments and bickering, and such', (Line 
1392). These sorts of behaviours are considered to be, 'minor', (Line 1395) and I 
am assuming that there is an expectation that children will argue between 
themselves. They describe how children do not think about the likely 
consequences of throwing stones and waving sticks about (Line 1397). 
Line 1399. 'The play fighting's the worst though. They don't know when to stop 
and some of them don't know their own strength'. The supervisors are there to 
moderate play fighting because the children lack self-control (but then later they 
say we should trust children to take risks). The supervisors worry that it can go 
further. They seem to view this differently to teachers (so conflict here), 'Some of 
the teachers don't even mind it; they never stop it at playtime', (Line 1402). Some 
of the research reported in the literature review tackles this very topic and 
identifies that it is difficult to discriminate between real and play fights. In some of 
the literature it is argued that play fighting helps to maintain friendships and 
express emotions but the supervisors are struggling to see these benefits. They 
worry that children lack self control in such situations. 
Children's lack of self-control comes up again at Line 1722, 'Yeah some of them 
get so fired up you've hardly got time to say, 'Now hang on'. 'No they're off on 
one'. 
How do the supervisors know this? Are they making assumptions? Why is it that 
teachers do not mind it - is it because they do not worry it will go further? Being 
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able to discriminate between play fighting and real fighting was an area explored 
in the background literature. 
Line 1565. 'I worry sometimes what I'd do if a child came and told me something 
really personal, sensitive like'. Given they talk about the relationship they have 
with children and how children talk with them, and test things out with them it is 
probably realistic of them to anticipate that a child may well disclose a 
safeguarding issue. They may even hint at less significant but emotionally 
upsetting circumstances that the supervisors have to respond sensitively to, and 
know when and how to share such information. 
Line 1861, 'Social skills are important but for some being inside is like a refuge'. 
The supervisors are sensitive to the needs of individuals and are able to reflect 
on why children might choose to stay inside. They realise that by having to deal 
with the child inside, ' ... they get an interaction', (Line 1867), which is what the 
child wanted because they like to gain attention. 
Play and fun 
Lines 59- 61. 'They should be having fun, a bit of a laugh', (Line 59) 
Does this mean that it isn't? They say that they sometimes forget that lunchtimes 
should be about having fun. This is because they are busy sorting out everything 
else. Is this a conflict for them - do they feel obliged to regard the practicalities 
as a priority over the idea of children having a good time? Maybe this is 
understandable because children do have to get something to eat. I wonder 
though could the organisation of dining be done in a different way to give the 
children and the supervisors the space and time to think more about having fun? 
Time for thinking is raised as an issue later. 
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Line 68. 'Playing is like experimenting' 
Line 69. The phrase, 'I wonder' is used. 
Lines 71-72. 'See what happens, where it takes them'. 
Line 80. 'I like to see when they make up their own games'. 
Line 81. 'Some of them come up with great ideas'. 
Line 103. ' ... their imagination is great isn't it?' 
How wonderful are these phrases? The supervisors talk about some of the core 
characteristics from the definition of what play is. They understand what 
children's play is about. They must consider that lunchtime is an opportunity to 
play in this way. Is that what they meant when they said, 'to playas children', 
(Line 4)? 
I assume that they observe children to engage in these sorts of behaviours which 
is so encouraging if we think about ensuring a child's right to have some time to 
play when at school. It is also a little inconsistent with the problem view of 
lunchtimes that was in some of the background literature. I think this is also 
about them having a unique position in being able to observe and enjoy the way 
that children play. Parents and teachers aren't there at lunchtimes so they miss 
out on this part of children's lives. 
Lines 103-108. The child is in control of the play. The supervisors realise this, 
and value it. 
Line 750. 'They can make a hole in the ground into something magical if they 
wanted to'. In talking about this I think that the supervisors are expressing an 
appreciation of the value of children's play and the magic of it. I think it's lovely. 
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But they are concerned about the lack of facilities for children to develop their 
play, 'and they come out, to what, I mean really what is there?', (Line 747). 
The supervisors talk about allowing children a little lee way during wet 
lunchtimes, by letting them throw paper aeroplanes for instance, because they 
need some freedom. Is it that they need a physical release and a sense of fun? 
But, ' ... you have to draw the line but a little bit of boisterous behaviour, even in 
the classroom, is acceptable for a Year 6 or Year 5 class', (Line 1610). They are 
accepting that children need time to, 'fool around'. I'm not sure why it's okay for 
the older children but not the younger ones, or is it that they aren't boisterous? 
Or is it that they feel they can trust the older children to moderate such 
behaviours. Or, are they trying to make excuses for there being poor behaviour 
amongst older children during wet lunchtimes and not being able to manage it 
well. 
The background research that I reviewed suggested that children wanted space 
and equipment. Similarly having a range of choices available to the children is 
valued by the supervisors. They would like more toys (Line 1782) a quiet area 
(Line 1785) and shade (Line 1799). 'They do need a net to throw a ball at. 
They've got a choice then, whether to play or not', (Line 1846). They say that 
facilities such as this need to be properly set up with the children, 'But a quiet 
area could even be plop in the middle of the playground if we set it up right', 
(Line 1806). I am assuming they mean this is about negotiating with the children 
about how that area would be used and trusting them to comply with such 
agreements. They appreciate the value of seating to encourage social chatting 
(Line 1809). 
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As with many things that I want to talk about in the diary I have a tussle with 
myself about where to put something and so I usually just make a quick decision 
and assign it to a category knowing that it may well change. However, it isn't 
always clear. The supervisors talk about playground markings, 'real games', and 
teaching children to play (Line 1816). In this short passage the supervisors make 
assumptions about gender and play, about children not knowing how to play, 
about what constitutes play and, 'real games', the seasonality of games and how 
part of their role is to facilitate children playing, if only they had the time. I could 
therefore assign this part of the story to a number of categories. Ultimately I've 
included it here and have references about gender and play for instance 
elsewhere. 
The supervisors suggest that children are easily bored and that new games are 
a, 'fad', (Line 1831). Perhaps children are confident and comfortable with familiar 
games. I'm interested to read later that if a miracle happened the supervisors 
would like the children to, • ... try different things, not just stick to the same things 
every day', (Line 1880).They want variety and choice for the children and this 
takes us back to the very core of what play is for children. But, if the children do 
have some choice and still, 'stick to the same things', then that should be fine, 
provided it really is a choice that they were free to make. If children chose not to 
throw a ball at a wall because of fear of being hurt by a football being kicked at a 
wall then that isn't fair. I cannot really explore this further though as I do not know 
why children are making the choices that they make in this particular playground. 
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Joy of children 
Lines 85-88. When talking about the way that children play the supervisors 
express pleasure. 'I like to see that'. 'I laugh sometimes'. There seems to be 
some joy in being able to observe or be a part of children's pleasure. 
Line 106. 'It's lovely to see'. 
Line 401. Wanting to capture a play sequence on video. 
Line 431. 'I just love it'. 
Line 433. 'Like working with children'. They refer to this again when talking about 
an effective supervisor, 'Well it helps to like children' (Line 579). 
A good day is when they, ' ... have a bit of a laugh don't we? Things that kids have 
done or said', (Line 798). I did not anticipate this joy of children. 
Line 1506. They talk of being silly and daft with children. They seem to enjoy this 
fun. I think it helps to establish positive relationships. 
Line 1520. 'I love standing and watching a group just having a chat like'. 
Line 1828. 'If the miracle happened it would be nice to have time to teach them 
some games and things'. The supervisors want to be involved in children's play. 
Community and over protection 
Lines 63-67. Line 305. The supervisors think it is good for children to playas 
they do not get much chance to do this now because of changes in society and 
parents protecting children. Does this enhance the status of the supervisors (in 
their own eyes) as they are the adults that allow the children to play and have 
fun? Does this create a sense of responsibility, and is this onerous? I'll see if 
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they talk more of this later. This change in society and opportunities to play was 
an issue raised through the literature review. 
Line 720. They do discuss it again, expressing concern that children cannot play 
in the bushes for fear they may get hurt. They also suggest parents should sign a 
declaimer so that the supervisors cannot be blamed for accidents. They are wary 
of parents blaming them. 
No time to reflect 
Line 73. 'When you think about it', implies that they do not usually have the time 
to think. 
They are capable of reflecting on what happens at lunchtimes and their 
experiences of it but they do not have the time because of the practicalities. Is 
this another conflict for them? Are the practical tasks getting in the way of doing 
much else? 
Line 171. Here a thought strikes the supervisors and they say they had not 
thought of this issue in this way before, 'It's funny when you think'. 
They are able to reflect though and I think they do this more than they realise, ' ... 
there is days when I must admit I think, what are you doing here', (Line 1630). 
This suggests to me some dissatisfaction with their role but they are able to 
resolve this by talking to each other and accept that, ' ... we don't get many days 
like that', (Line 1639). 
Line 263. When talking about parents' views they say, 'I've never given that 
much thought'. 
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Line 482. When talking about the variety and challenge in their role they say, 
' ... but there is more to it when you think about it' and, ' ... don't even think too 
much about 1t'. They accept the role and get on with it. There seems to be a lot of 
acceptance and just getting on with it. They present as grounded individuals who 
see a job needs doing and so do it. 
Line 681. 'A good supervisor can sort of stand back and weigh everything up'. 
They talk about having lots to do but still need to have a handle on what's going 
on everywhere. They cannot, ' ... rush in like headless chickens', (Line 688). 
'You've got to think all the time', (Line 689). If they feel under pressure to do all 
of these things to the extent that they do not have time to think does this make 
them feel, sometimes at least, as though they haven't been an effective 
supervisor? Would this impact on their esteem, or achievement and satisfaction? 
This is re-visited later at Line 1517. At first they thought they had to always look 
busy but have learned, 'It's okay to sometimes just stand. and keep an eye out'. 
Very busy 
Lines 179-197. When asked about what their job involves the immediate reaction 
is, 'Oh where do we start?' This gives a strong verbal message that the list is 
very long. It communicates to the researcher that the supervisors have a lot to do 
and they have a very demanding job. Certainly that is how they perceive it. The 
practical tasks present a Significant challenge. This is very much a shared 
challenge though (going back to the team solidarity). It also takes me back to the 
notion of responsibility. They have to help the children. This may also relate to 
power. They have the power to help children or instruct them and without the 
supervisors the children would be lost. The supervisor is an essential player in 
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children's lunchtime experiences. Feeling this may well have a positive impact on 
the esteem of the supervisors. 
Line 192. The supervisor feels that she has to be prepared (with tissues). Why? 
What would be the problem if there was not a tissue immediately to hand? Do 
the supervisors feel that with so much to do being prepared reduces the 
pressure? Does being prepared give a sense of control (and do they perceive a 
lack of this in some way?). Does being prepared communicate a message to the 
children about how supervisors can anticipate their needs and therefore they are 
more powerful than the children? Of course it could simply be the supervisors 
wanting to demonstrate to me how well they understand their role and how good 
they are at it because they are so well prepared. 
Line 193. Lines 196-197. The supervisors feel they are indispensable. They sort 
out all little and big problems and unpleasant ones too. They feel obliged to. Is 
this linked to being prepared? 
Line 561. They talk of the many jobs they have to do, the pressure and how it's, 
'".go, go, go. It's a military exercise'. It sounds as though they are the sergeant 
majors in charge of barking orders. They must have a sense of lunchtime 
needing to be well organised and governed by routine and commands being 
followed without question. Are they the powerful ones and the children their 
junior foot soldiers? 
They are proud of how they have got this, '".sussed', (Line 563) and the children 
know what to do (this links in with the shared culture also). Are they pleased that 
the children comply with their routines? 
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Line 755. 'It's good when we've got time to talk and praise the children'. This is 
saying they often do not have the time. They recognise though this helps in 
building relationships with children. 
Needing help because they have so much to do is linked in with a discussion 
about children receiving a special mention in assembly when they assisted in the 
absence of one of the supervisors. This also communicates to the children that 
being helpful is valued. 
This is extended to the role of the buddies, who are there to help because the 
supervisors may be busy doing something else (Line 1335) and they can earn a 
certificate, ' ... to say they have helped more .. .', (Line 1355). Earlier I had 
discussed how being helpful is an attribute valued by the supervisors and I think 
this is further reinforced by the buddy system. Is this tied up with their own 
identities as people who are helpful and busy? By rewarding children who are 
helpful are they by association rewarding themselves? 
The supervisors want everybody to know what it is they do, how busy they are 
and how challenging their role is. They are very proud that the Head of 
Governors recognised this, 'You have, you've got the hardest job', (Line 1431). 
Are they being a little selfish in wanting this, because I am sure there are others 
in school that also have a busy and challenging time in school. I wonder if they 
know what the school caretaker does, or the cook, or a teaching assistant, or 
even a class teacher? 
Line 1895. 'It's surprising isn't it, when you get started there's so much to say. I 
didn't realise just how much we did'. They haven't had time or opportunity to 
think about this before. Do they feel that they are taken for granted? 'We should 
maybe ask for a pay rise', (Line 1898). This is said as a joke but I wonder if 
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underlying this there is a real point to be made, when you consider all that they 
do, the number of children they have in their care, and the short time they have 
to do everything. 
Assumptions 
Line 75. 'Some of them even .. .'. The word, 'even' suggests unexpectedness. Do 
the supervisors make assumptions about how children will play? In fact going 
back to Line 45 they say, • ... even the boys .. .'. 
Lines 153-157. The supervisors feel that they can predict how some children will, 
' ... turn out...'. They relate this to their families and express shame that some 
children, • ... don't stand a chance'. They are using their personal knowledge of 
children's families to make assumptions about their likely future. Could this in fact 
be a self-fulfilling prophecy? Does it make a difference to the relationships that 
they personally have with those individual children? 
Alongside appreciating that children can be creative and imaginative in their play 
the supervisors make comments about children not knowing how to play (Line 
752) and difficulties with sharing and arguments. I'm not sure what they mean by 
this assertion that children do not know how to play. Is this confusion between 
playing and social interaction skills? It is usual for children to have arguments 
and difficulties in sharing and this is a normal part of their social maturity. It 
doesn't necessarily mean that children do not know how to play. I'm interested 
that this comes up again at Line 907, when it is suggested that they do not play 
like they used to, and do not know how to. The supervisors have raised this twice 
now so I am assuming that it is something they are concerned about. However, 
they go on to say that when they get a game going the children • ... Iove it', (Line 
912) so children must enjoy playing and enjoy the supervisors initiating and 
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getting involved in games with them. This I am assuming is about sharing an 
experience together. 
I am also confused because they talk about children using their imagination and 
wouldn't this imply that children do know how to play? 
Assumptions are made about children's likely behaviour based on the 
supervisors past experiences with them, ' ... you get to know the children, which 
ones are likely to create so they're the ones you know to keep an eye on', (Line 
1366). Are they right in this? Part of me is a little uncomfortable to admit that as 
adults I think we do make such assumptions, and often we are proven right, but I 
do not know if this is because children live up to the expectations we have of 
them. 
Similarly at Line 1711 they say, 'I think 60 or 70% of the kids are perfectly normal 
human beings and they do things you would expect them to do'. Does this mean 
that 30-40% of the children in their care are imperfect, abnormal and inhuman 
and do unexpected things? This is a terribly damning description of a large 
number of children. Do they communicate this to those children I wonder? Are 
they generalising about the children? Perhaps these numbers of children do 
challenge the adults and the school system through their behaviour but does this 
really mean that they are not, 'normal'. What in any case does 'normal' mean to 
the supervisors? Is this about doing as you are told and conforming? 
They clarify this by following up with the statement that they do not want children 
to be identical and perfect and clones (Line 1718). 'No, just amenable to a bit of 
suggestion and to think for themselves', (Line 1720). I'm not sure if what they 
really mean here is not suggestion but direction from them. 
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Children do not appreciate or use facilities 
Line 79. They state that children do not make use of the facilities. I wonder if the 
supervisors are disappointed in children's lack of appreciation of the available 
resources. Do they feel that children should be grateful? But then they do go on 
to talk about liking to see children make up their own games. 
Nature of play 
Lines 82-83. Line 110. Line 295. The supervisors feel that children's play today is 
just the same as it was when they were younger. They seem a little disappointed 
in the lack of progress in play. 
Lines 111-122. They worry that children want to be entertained. But they also 
recognise that there are times when children will play more imaginatively. I 
wonder if there is a belief or a folklore that is around in society that children do 
not playas they used to and that they now rely on electronic games. The reality 
might not be as bad as is assumed. Perhaps children do play more than we give 
them credit for. Are the supervisors picking up on this societal worry and 
repeating it whilst at the same time being aware that children do play. It's a 
conflict between being persuaded of one thing whilst experiencing something 
else 
Supervisors' culture I children's culture I shared culture 
Line 90. 'Sometimes I have to hide a smile'. The supervisors have a private or 
personal experience of lunchtimes, which they hide (and I wonder why they hide 
it?) from the children. In the background literature there were references to 
supervisors having a unique experience and knowledge of children at lunchtime. 
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Line 92. Lines 325-326. When talking about the things that children say they 
observe that parents would, 'go mad', if they knew what they said. 'If only they 
could see what some of their treasures get up to sometimes, it'd turn their hair 
blue'. This implies that the supervisors have insider knowledge of children's 
worlds that parents do not have. But more than this it implies a shared nature, 
because it's a sort of secret - the supervisors wouldn't tell the parents what the 
children say or do. Do the children realise this, which is why they feel, 'safe', to 
say some of the things that they do? Might the supervisors be considered to be 
colluding with children? 
Lines 94-102. They describe how children mightinvite the supervisors to join in 
their play to share their play experiences with them. They also talk of how the 
children understand their own made up rules even though the adults do not. This 
is about the children's culture too in which they have their own games and ways 
of playing them. . 
Lines 139-152. The children's social hierarchy is discussed and in particular the 
way in which this is shaped, which seems to happen without obvious decision 
making. This is also about children's culture. The supervisors do not understand 
it. They think they can not influence children's social hierarchy and I wondered if 
they might be worried about their lack of understanding and power. I do not think 
so however as they suggest they are invited into the children's world sometimes. 
Furthermore the supervisors and children have some shared understandings 
about lunchtimes. 
Lines 171-177. The supervisors realise that the children make up the sorts of 
games that adults wouldn't tell them to play. 
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Line 368. Suggests that children get to know or can read the supervisors and the 
situation. 'Sometimes y'know they're so clever at knowing just how far to go, and 
then they pull back'. They explore this a little more in Lines 373-382. This seems 
to be known by the supervisors and it's okay, it's acceptable. The children and 
the supervisors have a shared understanding of what is going on here. It's not 
spoken about explicitly though. Thinking again about power, perhaps the 
supervisors are giving the children permission to go so far and then pull back. 
Though they also seem to realise that pushing boundaries is part of learning 
(Line 366) and it's a preparation for the future. 
Line 1124. 'I think they know how to wind us up, working us. They get to know, 
the ones you'd have a problem with. Which buttons to press'. Equally, 'The 
children can tell you which teacher will let them get away with something so they 
go and ask them. They're not daft', (Line 1197). 'Yeah if you feel like they've got 
on top of you it's catch 22 because they think they've got on top they seem to 
keep going and they know they've got to you', (Line 1633). The supervisors 
realise that children have an understanding about adults and that they will exploit 
this knowledge to their advantage. The supervisors need to have a sense of 
control, and be confident that the children sense this too. However, amongst the 
children there is a moderating factor such that other children sometimes 
intervene and, ' ... don't really let them away with it anyway', (Line 1205). I'm not 
sure what it is that makes another child intervene in this way. I think I would need 
to have more contextual details. 
Again at Line 1523. 'I'm more confident with the children now and they can 
sense that so I don't get any nonsense'. 
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Lines 387-393. The supervisors describe how children attempt to draw the 
supervisors into their childhood culture. This makes the supervisors feel good; 
and makes the job feel worthwhile. This is again about the joy of being with the 
children at lunchtime. It is also I think about the supervisors wanting to feel 
needed and appreciated. Maybe the supervisors need to feel this because their 
own esteem is low, or their perception of their status in school is low. 
Line 548. They talk of the freedom of the playground, ' ... every man for himself 
and everything goes'. The playground culture is different and more challenging 
for them than the classroom culture. On the playground there is uncertainty 
about the rules. 
They believe that supervisors need to understand the barriers between them and 
the children. They are critical of a supervisor who was, ' ... like one of the children' 
(Line 584). This also says that the supervisors understand about boundaries. 
They also talk of it as though they need to be role models for the children. They 
must therefore consider themselves to be positive role models and prepared to 
stand up to somebody who isn't. They have standards of conduct. 
Role model comes up again later (Line 915) and also how the children test things 
out with them. There must be some trust between them. There must be some 
unspoken code where the children are prepared to discuss potentially awkward 
issues with them and they feel confident that the supervisors will offer guidance, 
but also will not get them into trouble. It's a unique position the supervisors are 
in. It's a shared experience. I wonder if role model should be a separate theme. 
Wh~n they talk of their relationships with children they suggest a shared 
understanding of their role. 'They know you're not a teacher as such and they 
can talk to you. And you'll listen to them', (Line 650). 
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There is spontaneity to the shared experiences with children (Line 804) when 
they play with the children, or perhaps plan a treat for them. Some of the shared 
play is at the direction of the children however (such as turning a skipping rope 
for them). 
Line 821. 'Keeping an eye on them, generally but not too much'. I really think that 
the supervisors respect children's independence at lunchtimes. They realise that 
they need to supervise them but they feel they should moderate this, to give 
children space to play in an unpredictable, innovative and creative way. 
The shared understanding is raised again at Line 995. They suggest that both 
children and supervisors know that they have to go through a charade of the 
chi.ld apologising even though they both know it's not sincere and doesn't make a 
difference. Is this about assumptions too? Assuming that children should feel 
genuinely sorry and want to apologise? I think it lacks a little understanding 
about how an individual might feel about being asked to apologise by somebody 
older and in a position of authority. Sorrow and remorse is quite a deep core 
feeling that cannot be suggested or donated to individuals. But then there are 
social niceties that we learn as we mature so we do sometimes apologise when 
we do not really mean it - but I do not think the children will have learned this 
yet. The supervisor feels, 'cross', about children's apparent lack of remorse. Is 
the feeling related to feeling cross and frustrated about other issues? They had 
just been talking about teachers' giving conflicting messages so perhaps this 
point about children apologising is more about wanting to be left to decide what 
the best course of action is rather than act out an expected charade? Could it 
also be a way of confirming the shared understanding between supervisors and 
children? 
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Related to this shared understanding is that children know nothing is going to 
happen to them if they become a, 'real problem', (Lines 1009 and 1021). 
A further example is given about the shared understanding between children and 
supervisors at Line 1165. The supervisor described how they take a piece of 
paper and pen out of a pocket as though to write a child's name down. This is 
signal enough for the child to stop whatever it was they were doing. It's, 
'kidology', (Line 1171). But, within this they recognise that a skill of a supervisor 
is to keep to your word, and for the children to know you will, 'If I get that paper 
out they have to know I will do it', (Line 1176). 
They draw out a rather nice consequence of the pitfalls of adults being drawn 
into the child's world, 'It comes down to they are children. The adults fall out and 
the children are friends in 5 minutes', (Line 1452). It's a cautionary tale which I 
think is quite accurate. 
Children's self-esteem 
This might be about shared understanding of lunchtimes, or the relationship 
between children and supervisors, I'm not sure. They talk about when there is a 
fight (and I think they do not necessarily mean violent fists and feet but 
disagreements) when children need to, ' ... see things through', (Line 1387). I am 
assuming they mean there needs to be closure of some sort. In addition the 
children need to feel that they have had opportunity to verbally express their 
version of events, 'It is important to kids to have their say, to say what they want 
to say', (Line 1389). The supervisors are being sensitive to children's need to be 
heard. 
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Nurture 
Lines 199-200. Talking to children, listening to them, comforting and reassuring -
this sort of nurturing is raised as something that the job involves. 
Line 813. A good lunchtime is when they have time to listen and chat with the 
children. I recall from observing at lunchtimes that there is a lot of chatting and 
smiling with children. 
They explicitly draw a distinction between the practical aspects of their role and, 
' ... nurturing them .. .', (Line 840.). This is a caring side to the supervisors which 
they are keen to retain, despite having a lot of organisational matters to get 
through. They confirm that it's not just about telling children off, it's about 
parenting too (Line 844). Possibly this is a way to gain some power over children 
but I do not think so. They say, ' ... they're just individual people but they are 
somebody's children and that's all they are, children .. .', (Line 846). This is very 
respectful of children. 
Line 1281. 'Emotional things, watch out for so and so, their pet rabbit died today'. 
The supervisors are aware of the need to be sensitive about offering emotional 
support, 'You don't make a fuss. Unless they want you', (Line 1284). 'You're on 
standby really if they want you, you're there and if they don't, you don't' (Line 
1286). The child and the supervisor come to a shared understanding about what 
is needed. If they are able to ascertain what support a child needs, and when, 
this is very observant and intuitive of them. 
Lines 1667-1680. A supervisor shares an anecdote about being there for a child 
whose mother had died, 'I said I know it's terrible but we can't do anything about 
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it but come for a hug anytime you want. And he did. For a while it was nice to 
know that you were there'. 
The supervisors think that being there for children is valuable, if a family member 
is ill or a pet has died, 'Yeah but it's important to that child isn't it? It was a really 
horrible day for her. Her little face, she loved her fish. Bless her', (Line 1684). 
They do not trivialise a child's upset but appreciate the impact it has on the 
individual and are prepared to nurture the chid. They take a whole child 
perspective. 
Practicalities and Organisation 
Lines 178-228. Line 1280. The supervisors talk about the practical tasks that 
they have to undertake to ' ... keep everything ship shape', (Line 206) and the 
need to do this, ' ... smoothly .. .', (Line 207). But who had told them this or are they 
assuming? Do they feel the need to present a well organised lunchtime to 
demonstrate how good they are at their role? 
Teachers 
Line 209. The supervisors assume that the teachers want problem free 
lunchtimes. They perceive that teachers, ' ... huff and puff .. .', (Line 213) if their 
support is asked for. Perhaps a teacher does, but is that directed at the children 
rather than the supervisors? This does come up in the literature review where 
teachers said something about only being aware of lunchtimes when there is a 
problem. 
Line 213. 'They need to support us to do our job'. The supervisors clearly feel 
that they do not receive support from teachers, and feel that this is needed. 
However, they retract a little by saying they get paid for it (an issue that is raised 
again at Line 499). Do they think that because they are being paid they do not 
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have a right to expect some support? They seem a bit put upon though, 'We're 
the mugs who have to .. .', (Line 216). They feel unappreciated. They return to 
this idea in Lines 489-498. 
Line 223. They do not think that the teachers think about what the job of a 
supervisor is. What message might this convey? That it's not important? Not 
valued? That they as people are not valued? If the supervisors have low self-
esteem (and I'm not saying that they do) wouldn't this lack of thought exacerbate 
this? 
Is this about the limited powers of the supervisors? Limited rights? 
Line 231. 'Like us .. .', suggests that there is a shared understanding between 
supervisors and teachers as to the purpose of lunchtimes. The opportunity to run 
around is an idea they share. 
Lines 233-250. However the supervisors are not convinced that the lunchtime is 
of significance to the teachers. Given this is their career and they value the 
importance it (they?) has for children's development I wonder if the supervisors 
feel disappointed and frustrated with the teachers. Does this impact on how they 
in turn perceive the teachers - perhaps as being blinkered, selfish and too busy 
to take everything on board. Or could an alternative view be that the teachers 
trust the supervisors to get on with it? This doesn't seem to be how the 
supervisors talk about it though. The supervisors and teachers may not have had 
an opportunity to have a conversation about such issues. Do the supervisors feel 
that they have a voice in the school? Who would listen to them? Line 227. They 
say that they think the teachers leave it to the Head - so they must feel that the 
teachers will not listen to them. 
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Line 553. 'I don't think the teachers have any idea what it's really like for us out 
there'. Is this the them / us divide? There is also a sense that the playground is 
akin to a battlefield ('out there'). 
As with the children and playing what they, 'should play', as opposed to, 'what 
can I play today', (discussed in the literature review) it is possible that the 
supervisors are so unclear about what their role is and what others expect of 
them that they are concerned with trying to be what they think the teachers and 
parents think they, 'should be'. 
Line 567. Strong suggestion of conflict and disagreement with teachers, 'I 
couldn't keep my mouth shut'. The supervisors know better. Line 761, ' .. .if the 
teacher listened and said the right things it looked better'. They say one of the 
teachers will not let the children have the netballs, 'She didn't want them to 
unless she was supervising, but she never does', (Line 1843). 
They want to communicate to the children that the teachers and supervisors are 
working together, 'It looked to the children like we were working together and 
sometimes it did make a difference', (Line 762). They go on to discuss how little 
opportunity they have for this and that really, ' ... it's us on our own'. (Line 767). 
Line 985. When asked if they have any concerns the initial response is, 'No, not 
really', which implies that underneath there is something. The supervisors 
elaborate to share their frustrations about teachers and confusion over who is in 
charge. Being in charge seems to be an issue with them. They want to know who 
is in charge and I think ideally they would like it to be them. Later this comes up 
again, ' ... and I feel like I can't control', (Line 1633). Again they discuss the issue 
of confusion as to who is in charge at Line 1751, 'It confuses things him being 
out there', and Line 1754, 'But it's hard to know who's in charge when he's there. 
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Is it him, as a teacher, or us?' They feel that the teachers might interfere, 'He's 
behaving like a teacher and getting involved in issues that he shouldn't get 
involved in', (Line 1759). There is a sense of the supervisors owning the 
lunchtime and wanting to be in charge of it. They do not seem to welcome 
teachers being outside with them, 'Sometimes I feel like, there is one person who 
comes out, and I feel like she's watching us', (Line 1766). Why are they 
defensive? Is it fear of a teacher interfering and trying to take control? Is it a 
concern that they might be criticised? I feel that it's a bit of both because they are 
worried about their status and ownership of the lunchtime and they worry about 
being blamed when things go wrong. 
Line 995. I've previously discussed the issue about children apologising and 
wonder if this is about frustration with teachers and what they expect of the 
supervisors. 
The relationship between the supervisors and teachers is an issue about which 
the supervisors contradict themselves. At Line 1150 they talk of the teachers, 
'They are very open and approachable', having earlier said they, 'huff and puff, if 
they take problems to them and do not think about the role of a supervisor. At 
Line 1152 they declare, 'They ask for our advice', and then at Line 1155 say, 
'They don't ask for our advice but they do approach us in different situations'. 
The situations that they described are about the teachers asking the supervisors 
to be vigilant as a problem with an individual is anticipated. 
Line 1161. 'They do work with us though. We blow the whistle but the teachers 
are more authoritarian, they have the authority, more than we do, to get the kids, 
especially the older ones'. There is such a lot that the supervisors have said in 
this short passage. Firstly that the supervisors view of working together with 
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teachers is the supervisor taking on the rather menial task of blowing a whistle. 
Secondly that somehow the teachers have more authority vested in them than 
the supervisors. Who has vested this authority in them? Finally, that amongst the 
children there are age differences with the older ones needing the authority of 
the teachers, or so they assume. 
Later, at Line 1297 they confirm that there has been limited involvement in 
behaviour management strategies. When different options were discussed it was 
difficult to carry out the same strategy at lunchtime as that in the classroom. The 
lunchtime is a unique context where there are fewer staff, more children and 
more space. I think also, though it was not mentioned, the children may have 
different expectations of what is possible at lunchtime. Maybe the adults too. 
They offer an insightful response to a query about training needs. They say that 
they need something with teachers, time to talk to sort out what the teachers 
expect of them and what they expect of the teachers too (Line 1553). This is 
about working collaboratively, being clear about expectations and 
communication. The background literature suggested that a positive school 
ethos depends on shared values as well as clear procedures. 
Communication 
I've started a new heading here because communication is, ' ... one of the biggest 
bug bears .. .', (Line 768). This goes a little deeper as the supervisors feel that 
they are not part of the staff and their advice is not sought. Though they later 
seem to contradict this, 'I think the teachers don't treat us any different. We are 
like part of the school', (Line 1144). This however is in relation to reprimanding 
children for the way that they speak to supervisors and being invited to social 
events. They say, 'We feel part of it', (Line 1150) yet earlier had admitted that 
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they did not feel comfortable going into the staff room for a drink. Not sure what 
this is about. Do they want to feel a part of the school? Is being uncomfortable 
about the staffroom to do with entering the teachers' space, which is their 
domain? There are lots of other comments about how they perceive a lack of 
support from teachers and frustration that teachers do not know what they do or 
seek their advice. I cannot help but think this remark (about being a part of the 
school) is about wishing to be a part of it but that day by day the reality is they do 
not feel a valued member of the whole school system. 
Line 1047. 'When you report things on. We don't get to hear what's happened. 
Not all the time'. They expect better communication. 
Line 1051. Communication about difficulties has been attempted through a book 
which they assume (but do not know) the Head reads and monitors. There is 
nothing to suggest that the communication is two-way. 
Line 1061. The school Level system is discussed, which some seem to think may 
have been stopped. They actually say, 'Sounds like communication is a problem, 
just like we said before', (Line 1067). Again at Line 1074 they say it's interesting 
that they do not know what's happening. They explicitly identify communication 
as a barrier to doing their job. They say they could do their job more effectively if 
communication was improved (Line 1131). The way that they talk about it sounds 
as though they feel it is others, and not them, who are responsible for the 
communication problem. They even acknowledge that they moan about it often 
enough (Line 1078) so I have to wonder why they haven't addressed this, or 
have they? If they haven't is it about feeling that they do not have the 
responsibility for this? Do they feel that they do not have a right to question the 
communication? Is it convenient for them to sit back and attribute poor 
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communication to the difficulties and barriers that they face in doing their job 
well? 
They describe various situations when they are not informed as to which member 
of the teaching staff is on lunchtime duty (Lines 1133-1140). 'It was actually Mrs 
L. on Friday, which we found out at going home time', (Line 1138). 'Often we're 
in a bit of a fog about things. Who do we refer to? Who's in charge? It's about 
communication isn't it?' (Line 1247). ' ... nobody has told you that they are going 
to a pantomime or certain things like that. .. ', (Line 1267). I cannot see how the 
supervisors should take responsibility for this sort of communication difficulty. I 
can only assume that their angst about poor communication has some 
foundation. 
Later they explain that they were to have regular meetings with the Head, ' ... but 
that's never came off', (Line 1214) and a defence of the Head is offered, that she 
is busy. Again I have to wonder why the supervisors feel that they do not have a 
right to support and collaborative working practices. They are almost apologetic 
for bringing it up as an issue. Between themselves they seem to toss around the 
issues surrounding communication and their working relationship with the Head 
and teachers. One moment they try to present a positive impression and be 
understanding of the pressures on the teaching staff, the next they are 
disappointed and angry about the lack of support. I suppose it is a tension for 
them that they are trying to resolve between themselves. They do not want to 
think that teaching staff haven't got the time for them, because what would that 
say about them, their role and lunchtimes in school (which the supervisors 
appear to value). To come to terms with this they present plausible excuses. 
Alternatively they could genuinely appreciate how challenging things are for 
teachers. For example they talk about the PPA time (Line 1226) and how 
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teachers need to do their planning (Line 1236). The supervisors want to support 
the teachers and want to manage the lunch period without having to call upon 
the teachers' time, though this is difficult for them. I certainly sense a challenging 
tension for the supervisors over this issue. 
Difficulty in sustaining meetings with the Head comes up again at Line 1560. 
They say they should, 'Maybe take the stand on that, get something going 
again', (Line 1562). Between them they seem to be saying they could be more 
assertive and take responsibility for improving communication and collaborative 
working. What's holding them back though? The next statement they make 
explains this, 'Yeah but I wonder what's the point', (Line 1564). They have tried it 
before and nothing changes. They feel disappointed, dispirited. When I think of, 
'Take the stand' I imagine somebody immovable, resolute, determined. Maybe 
they are saying they haven't been like that before and should try it now. 
Poor communication was one of the, 'lacks', identified in the background 
literature and my experience of working with supervisors had also identified this 
as a problem. Despite this I was not prepared for the depth of feeling about the 
poor communication and the powerful impact this has on the supervisors. 
Responsibility and Blame 
Line 252. They say they cannot be everywhere all of the time to counter bullying. 
This suggests it would be unreasonable to expect this of them but does it also 
imply a sense of blame or responsibility? 
Line 257. The think that parents think they should stop bullying occurring and 
they feel this is unfair. From where have they got the idea that they are blamed? 
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Do parents come into school to complain about it or do they adopt this blame for 
themselves? 
Lines 265-267. They soon get to hear from parents when there's a problem. 'Like 
the teachers really'. This implies that teachers soon complain to the supervisors 
if there is a problem. 
Lines 493-495. They clearly feel responsible for troubling teachers if there is a 
problem at lunchtime. 'I think sometimes they must think we're just a nuisance 
because we bring problems to them'. This may restrict the supervisors in seeking 
support for fear of being seen to be a nuisance. Possibly of course the 
supervisors take issues to teachers which they might reasonably have been 
expected to have resolved themselves. Why would the supervisors take such 
problems to teachers - is it because they feel it's not their job to sort out 
problems, is it because they lack the confidence, is it because they do not feel 
they have the status or power to resolve a problem? 
I'm putting this here but I'm not sure - it's about responsibility. Line 1007 they 
say that if they have a problem they can, ' ... take it along'. At Line 1047, they say, 
'When you report things on'. Are they meaning to pass on responsibility - it's not 
said that they seek advice, or solve a problem together it is, 'take it', somewhere 
else. They refer; 'up', is this to a higher power? Do they consider themselves at a 
lower level in a school hierarchy? They seem to think that ultimately others in 
school are responsible. They are frustrated with this though because nothing 
seems to change. They think that nothing happens. This is about communication 
again. What are they expecting might happen though? Do they think that the 
Head has some special power or is better skilled or has some resources that 
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would solve the problem? Have they attributed greater powers to the Head than 
might be reasonable? Have they placed the Head on a pedestal? 
The blame or responsibility is also placed within a wider context of the education 
system and funding arrangements. They aren't blinkered and do understand that 
the school and the Head are limited in what they can do. I'm still unsure as to 
what they think would make a difference though. 
Actually when I think more about it they do tend to link responsibility with blame. 
If somebody is responsible for something and can be deemed to be wanting in 
some respect they tend to apportion blame. I cannot help but think that this has 
been their experience, or perceived experience. For instance if a child has been 
hurt at lunchtime, or a queue of children is noisy, or lunch was a little slow, is 
something communicated to (or interpreted by) the supervisors that they were to 
blame or weren't dOing their job properly? An alternative view on this is that in 
the absence of clear guidance as to the requirements of their role they adopt a 
sense of responsibility for certain roles and if there is a problem they assume 
blame themselves. Maybe then they feel frustrated because if somebody had 
guided them better then the problem wouldn't have arisen in the first place. 
Parents 
Supervisors think that parents are quick to blame them for problems. 
Lines 268-272. Lines 286- 289. Supervisors think that parents have a romantic 
view of what they want lunchtimes to be about, linked to their own memories. 
They do not realise that play and learning are related. Does this make 
supervisors feel they understand children and lunchtimes better than the parents 
do? Does this make them feel superior in some way? Alternatively do they feel 
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disappointed in parents' lack of understanding and unappreciated for the 
contribution their (supervisors) time makes to their children's development? 
The supervisors are cautious about repeating information about children to 
parents because, 'We could start World War 3', (Line 1450). This implies that 
they have information which they are withholding from parents. They are 
deciding to be in control of the situation. They are being sensitive to the possible 
consequences of saying anything. I feel that the supervisors have a sense of 
being very much a part of the child's lunchtime world, and they want to keep it a 
world closed to parents, and to teachers. Certainly the background literature 
introduces the idea that there is a children's lunchtime culture but I do not think it 
draws out how the supervisors are a part of an unspoken (and probably 
unconscious) conspiracy to protect it from others. 
I'm not sure where to place this next part, it's about feeling that parents do not 
understand, appreciate or support the role of the supervisor. ' ... it's hard going 
against the dad', (Line 1728). 'We're up against the parents sometimes as well', 
(Line 1733) which suggests a battle between parents and supervisors. A battle 
for control and influence. Do the supervisors perceive themselves to be the good 
role model, the facilitator, the one who educates and nurtures? Are they 
protective of this role in a child's life and jealous of anybody interfering with this? 
Could this be tied in with their own insecurities about their role, and their feeling 
of lack of status and power? 
Are the supervisors making assumptions about what the parents say to their 
children about supervisors or problems at lunchtimes? 
I do wonder if there is a dual message in what the supervisors say about 
parents. The supervisors feel or believe that they give the, 'right' messages to 
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children at lunchtimes (which may be undermined by parents) and they have a 
desire to be recognised and appreciated for the role that they have. They want 
parents to support them and value the role they have as supervisors. 
When asked if the miracle happened how things with parents would be different, 
the supervisors replied, 'They'd leave us to get on with our jobs', (Line 1743). 
They do not want parental interference. 
Safety and Risk 
Line 321. The supervisors think that parents want them to keep their children 
safe. This transfers a sense of responsibility for the welfare to children to 
supervisors. The supervisors do not question this so I assume they accept this 
responsibility. Research into the views of parents had a focus on safety and 
problems at lunchtimes which I had assumed were an artefact of the research 
but I may well have been wrong. Perhaps when thinking about lunchtimes at 
school parents are primarily concerned about safety and inclusion. 
Line 327. They are confused about some of the safety measures. 
Line 331. Over-protection of children is a concern. The supervisors think that 
children learn from taking risks and suggest that the risks they would be likely to 
take at lunchtime would be minimal. 
Lines 341 -351. They talk of trusting children to make the right choices and to 
use their common sense. Line 1844, 'They were perfectly responsible though'. 
This goes back to knowing children really. They have faith in children and trust 
that they will use their common sense. They have this knowledge about children 
that we do not have and suggest that we should give children more credit than 
we do. I do not know if they are right. Do we as adults retain this power to protect 
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children and offer guidance on choices to keep them safe because it makes us 
feel more powerful and more in control? Or do children need guidance about 
keeping themselves safe? They suggest that between themselves children 
moderate each other's behaviour. This must be something they have observed 
otherwise why make such a statement. Possibly this is linked to the children 
creating their own culture separately to the adults culture. They rightly point out 
that they (or other adults) will not always be there to protect and guide children 
and their argument is about preparation for the future (which is in the background 
literature). Are they right - do we over-protect (paranoid parenting) and should 
we have more faith in children's common sense? But, what if things go wrong? 
Would the supervisors be blamed for this? Given their comments about being 
blamed, perhaps they have so much confidence in the children this isn't a real 
worry for them. 
Their status 
Line 354. 'You'd think it was to be a servant the way we have to clean up after 
them'. The supervisors feel exploited by the children. But who makes them clean 
up after the children? 
Line 356. Then they go on to explain that although they are different to teachers, 
the children realise that they are in charge and do as they ask. The children are 
compliant with them, as they are generally with adults, though there is a sense of 
resignation that they do this sometimes, ' .. .in their own way' and that the children 
are, 'Pushing boundaries .. .', (Line 365), ' ... and us', (Line 367). I think this also 
says something about them knowing children and understanding what they are 
doing. 
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Line 403. This is almost a fear of being caught out by a teacher, 'Now, watch, 
don't let Mrs B. hear you say that'. 
Lines 500-506. They say that the teachers do not need to see their miserable 
faces each day so they paint on a smile. Again, why the need to please 
teachers? In Line 1146 they say, 'They do respect us, the teachers'. This sounds 
almost as though they are trying to convince themselves. 
Line 1147, 'The teachers think it's good cos they know us and chat to us'. I think 
this suggests they are grateful to the teachers chatting to them, as though they 
wouldn't ordinarily expect such trea~ment. I really am beginning to think that the 
supervisors feel they are not as, 'good', as the teachers. I cannot explain what I 
mean by, 'good', perhaps more worthy of status and respect. 
They perceive a lack of respect from parents too, 'I don't think they respect us 
like they would with a teacher', (Line 1419). They associate this with parents not 
appreciating what it is they do. 
Lack of respect was something that I had anticipated the supervisors might talk 
about. This, and their self-esteem, are issues raised in the background literature 
too. 
Lines 404-421. Suggests that they did not choose the role but they were needed 
by the school. They were all the same (reinforcing the group identity). 
Lines 783-790. When talking about communication and conflict with teachers 
they feel that involvement should come from the teachers and the Head. They 
seem angry and frustrated about this issue. They feel that it is fruitless to try to 
improve joint working with the teachers. They are powerless to change this 
situation. 
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When talking about children who are, 'real problems', (Line 1009) they are quick 
to confirm they are a problem for teachers too - so it's not just them that cannot 
cope. They seem defensive. 
Line 1050. The senior mentions that she sometimes gets to hear what has 
happened if something is reported on. This brings to mind something that I recall 
reading earlier where the senior says, 'I got them all in', (Line 413) when talking 
about why they applied for the job. If the supervisors perceive limited status 
within the school is it possible that within the team they search for an opportunity 
to gain some status, i.e. being senior. The senior certainly seems quite proud 
and perhaps has a sense of ownership of, 'her team'. However, when talking 
with the group I did not detect an overt hierarchy. The senior was sometimes 
more vocal but this was due to her personality I think rather than feeling her 
voice was more interesting or powerful than others. Maybe the title of, 'senior', 
has more value when talking to others outside of the team, such as the 
researcher, teachers, Head and Governors. The senior status comes up again at 
Line 1108, '1'11 swap us around again so we get to know more of the children'. 
The senior doesn't ask if this is something they'd like to happen but they go on to 
debate the benefits of this saying that they do not think the children or teachers 
like it and whether or not it makes a difference. The debate continues and at no 
point does it seem as though there is a status issue between them. They are 
confident is questioning the senior's suggestion. 
Interestingly when talking about buddies the senior claims ownership of them, 
• ... I've got five teams .. .', (Line 1345) and, 'I've done a reward system .. .', (Line 
1349). Perhaps there is something underlying such comments. Maybe there is a 
slight hint on wanting to have some power and ownership. 
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They seem to want children to listen and want to have that sense of control, 'No, 
I'd like children to listen to you', (Line 1704). Does this suggest they feel that 
there is nothing they can do if children chose not to listen and that children are 
consciously making that choice to ignore the adult. Does this make them feel 
powerless, frustrated, dismissed by children? 
When they ask for something specifically to improve the lunchtime they lack 
confidence that it will happen, 'But I did ask for the summer time for a canopy 
that can go in and out. If that comes off well I don't know', (Line 1798}.'We've 
asked for them to be fixed but it hasn't happened yet', (Line 1839). There is an 
apathetic acceptance that having asked for something it's okay not to have heard 
the outcome and a defeatist tone that it probably will not, 'come off'. Perhaps this 
is their experience of having asked for things before. I wonder though if they 
present such a defeatist, downbeat persona when making suggestions are they 
taken seriously by the school management. Might they gain something from such 
situations, seeking sympathy for themselves as voiceless victims of a school 
system. 
Challenging role 
The supervisors talk about there being so much to do and they say it is a 
challenging role (Line 435) but they enjoy this (Line 1619). I think they were 
telling me that although it is challenge, they are up to the challenge and enjoy 
aspects of it. Certainly before I started this research I thought their role was 
challenging and discussed this when explaining my story. The background 
literature did not really assert this strongly enough though. 
313 
They also confirm that it's not always, 'horrible', (Line 439). They like the variety 
(Line 441), the time limits and the holidays. But does this imply they have a 
sense of being trapped. 'You get away after an hour', (Line 445). 
I had not thought of this before but they say that when they started it was scary, 
' ... the children were a bit scary at first because there was a lot of them together', 
(Line 1480). As somebody used to being in schools I do not think of the children 
in this way but I can see how nearly 200 children on a playground at the same 
time could be quite an imposing sight. If they communicate this feeling to the 
children does it give the children an upper hand? They have got used to it though 
because it was only scary at first. 
Although the role is a challenge they confirm they do not continue for the money, 
'Well if it was that bad I'd hang me pinny up. I'm not that desperate for a few 
quid', (Line 1621). They are right, the pay isn't a lot so perhaps they do not have 
a sense of being trapped. I'm interested in the 'pinny'. Perhaps it's me but this 
creates an image of a motherly figure, baking and nurturing children. Do they see 
themselves in the same way? They certainly value the nurturing aspects of their 
role and have referred to their 'parenting' role. 
Returning to the pay they talk about this again later, 'The pay isn't brilliant but 
you know what you're getting when you take it. So there must be something 
about the job that we like, cos it isn't the money', (Line 1655). I agree with them. 
They have talked about the joy of children, about facilitating their development, 
nurturing them and taking pleasure in observing the children's development over 
time. I think they are genuinely motivated by the difference that a positive 
lunchtime can have for a child and they are keen to be a part of enabling this 
change. 'It's an important job that we do', (Line 1661).1 realise that convenience 
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is probably a factor but surely there would be other convenient (and perhaps 
better paid) part-time jobs in the area? Should this be another theme, something 
about motivation and satisfaction? Perhaps the challenge of the role is part of the 
motivation as it brings a sense of achievement. 
A skilled role 
Lines 452-468. Lines 653-680. Line 793. Patience, having a balanced view, able 
to think on your feet, stamina and discretion. Lots of different trades (referee, 
mum and doctor). Versatile, understanding, sensitive, respect for children, non-
judgemental (though there are instances when they make assumptions about 
children's family life). These are skills a supervisor needs, and they possess 
them. 
Line 1174. ' ... keep to your word'. 
Line 1187, 'Consistency between us is good', (which harks back to the strength 
of the team). 
Line 1772. Impartiality. 
They can reflect on their strengths, which is positive. 
Where do they get these skills from? Line 485. Doing things naturally, gut 
feeling, an intuitive approach is suggested. They talk about this again later, 
'You've got to feel like it', (Line 598). 'Over the years we've developed a sixth 
sense. We kind of know when something is going on over there', (Line 1359). 
Does this imply that being a supervisor might be a vocation or is it about life 
experiences and being a parent? If intuition is required then would training help 
with this? Alternatively they may be saying this in the absence of any training, as 
they have had to rely on their own store of personal resources. When asked 
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specifically about training they seem sure that it wouldn't help. 'You learn on the 
job yourself, (Line 1526). However they think that some specific training would 
be helpful, such as First Aid and Drugs (Lines 1541-1542). They'd also like to 
know how to.handle a fight (Line 1550) even though they said earlier they do not 
really have many fights. I think this is fear and wanting to know just in case the 
problem arises. They want to be prepared (and they talked earlier of being 
prepared). Training on, ' ... the ones that don't seem to respond to anything that 
we do', (Line 1545). 'Some of them though the teachers can't even control', (Line 
1548). There are some children who seem difficult to reach, even for teachers, 
which suggests they think teachers may be more skilled at managing behaviour 
than they are. Or is this about children's respect for teachers and the range of 
sanctions that they are able to impose? Or is it them trying to defend their 
position to convince me that having problems with some children is not about 
deficits in their skills? 
Line 600. They have to be confident and communicate to the children that they 
are in charge (links to shared culture). Later (Line 1523) they reflect on how 
children can sense confidence in an adult. 
Line 487. Experience and learning from it. Suggests they are reflective 
practitioners. 
Line 503. 'Sometimes you have to paint on the smile'. I think the supervisors feel 
that have to act a part, present a persona. They also feel obliged to please the 
teachers because they view them as the more powerful. It's a bit like a child 
trying to please an adult. They act out a persona to the children too (Line 603). 
Later they talk about bluffing their way through (Line 982). 
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Line 540. Perhaps linked with their status, their concerns about lack of formal 
qualification and also their belief in their own skills, the supervisors feel that 
working in a class as an assistant would be, ' ... dead easy after this', (Line 541). 
This links in with the sense of responsibility, the many demands to fulfil practical 
tasks and the playground culture. 
Acting out a role comes up again when talking about skills. They talk about, 
'codology', (Line 641) and 'kidology' (Line 1171). At Line 1178 they describe how 
they may appear to be talking to a teacher about a child but actually they are 
talking, ' ... about the price of fish for two minutes'. When they sense there may be 
an incident they, 'Hang around. Make your presence felt, saunter around towards 
them. You pretend you're watching something else .. .', (Line 1373). I think this is 
about the shared understanding of the lunchtime context too, as children read 
the behaviour of the supervisors and desist from whatever they were going to do. 
Nothing is needed to be said. 
They use humour too. It's about giving children some attention but making light 
of it. There is something here about the shared nature of this between the 
supervisors and the children. 
They capture something about the relationship that they have with children, 
which is different to that of a teacher (Line 651). They talk about respecting the 
children as individuals and being there for them (nurturing again). Mutual 
attachment is mentioned at Line 939 but also how they cannot develop this with 
some children. 
They worry about quiet children, who do not interact with them to enable this 
relationship to be formed (Line 691). They seem to feel that they might be letting 
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these children down. I do not know if something about relationships with children 
and respect is separate to what I've put in this subheading. 
The children not behaving as well for supervisors as they do for teachers is 
discussed at Line 971. Alongside this they recognise that children who are a 
problem for them are a problem for the teachers too. I think they are telling me 
that the problem isn't related to their management it's about the children. They 
do not want to be blamed or take responsibility. 
Later they say they have instructions not to talk to parents about children (Line 
1440) and they appear to appreciate the need for confidentiality. 'Yeah it's about 
being professional', (Line 1448). This is qualified with, 'Yeah it's a level of 
professional', (Line 1449). I think they are making a distinction between 
themselves and probably teachers, who they think have the more, 'professional' 
status. I think they feel inferior to teachers. 
I have often heard school staff complain about supervisors who shout. 'Well I 
used to shout but I don't now cos I've learned that it doesn't work', (Line 1501). 
The supervisors learn from experience. They are reflective. They are honest too, 
admitting that at first they did not get it right. They go on to say that you have to 
stay calm. I suppose this is about being a role model and creating a calm 
environment. If the supervisors are quiet and calm, and respectful then the 
children will be too. Are they trying to create a shared understanding of how to 
behave at lunchtimes? My experience though suggests that lunchtimes are 
anything but quiet and calm - perhaps it's what they hope to achieve? 
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Being needed 
I am developing a feeling that the supervisors want to feel needed. Firstly by the 
school needing them to take on the job and then by the children. 
Line 470. 'Ar they must like us'. 
Line 473. 'We must be getting through to them in some way'. 
It's a good lunchtime when they haven't been needed (Line 738). This isn't just 
about the supervisors thinking that they are there to sort problems because they 
go on to say it's about children being able to entertain themselves. This is what 
play is about - the context being such that they can play independently. The 
supervisors have an understanding of children's play. 
When talking about the role of a supervisor they share some anecdotes about 
being needed (Lines 850-872). One even says, 'I thrive on that. I love it', (Line 
863). This boosts their esteem, elevates their position in a child's life. But they 
are aware of the need to respect boundaries around this (Line 867). 
Line 1002. The supervisors realise that, 'We're teaching them all sorts really 
aren't we?' and go on to state, 'Good job we're here', (Line 1003). This reinforces 
how they are needed because if they weren't, who would teach the children, 'all 
sorts'. They use the word, 'teaching' which aligns them with the teachers in some 
way. Do they want to be teachers? Is it possible they have unrealised aspirations 
to be teachers? 
'We do need to help the children to play', (Line 1849). They are needed and 
without them the children wouldn't know how to play. 
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Space 
Being outside, having a big field (Line 710). Space is a valued facility. I assume 
this is about physically having space but may also include ownership of space -
the more there is the more that can be shared around. It prevents territories 
forming. The supervisors do not seem concerned that if there is more space it 
makes it more difficult for them to supervise (they realise this, but it isn't an issue 
for them). Is space on the playground about freedom and choices? These are 
related to what constitutes play. 
They are frustrated by limits to space that adults impose. They give the bushes 
as an example (Line 717) even though this would mean they couldn't see the 
children (and being able to see is important to the supervisors - so this would be 
a conflict). Potentially safety may be an issue, and the blame for this (Line 722). 
They think that children need outside space. 'Wet playtimes are the worst when 
you know they've never been over the doorstep from when they've come into 
school', (Line 1585). Of course the children may read the supervisors dread of 
wet playtimes but my experience, and from what other supervisors have said, 
wet lunchtimes are generally a concern. My view is that the supervisors are right; 
children do need outside space. The sense of lots of children being indoors in 
damp rooms within an unfamiliar context confuses them (usually the class is 
about working at desks and the teacher in control, and now it isn't). It's a novelty 
too. 
Facilitating 
Line 832. Facilitating. They've just introduced this word and I recall that this is an 
idea that they talk of again. I'm also forming an idea that the supervisors think 
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they are in charge of the children and control the lunchtime. They nurture and 
they protect. They are needed. All of this is about their duty towards the children. 
They are frustrated in fulfilling their duty because they perceive teachers to have 
little interest in lunchtimes and what the supervisors do and chose not to 
communicate with them. However, the supervisors have a joy of children and the 
way that they play. They genuinely seem to enjoy aspects of their job. They also 
appreciate and respect that the children have their own lunchtime culture. 
With older children (expectations/assumptions made about age) they encourage 
them to solve their own problems (Line 878). They encourage problem solving 
with friendship problems (Line 1856). This is about preparation for the future as 
well as enjoying the present. This simple statement involves such a lot, and I am 
so pleased that although these supervisors haven't been on a training course, or, 
at their own admission, had much time to reflect on what their role entails, they 
have obviously, somehow, developed an understanding of what skills children 
need to develop. Are this group unique in this or is this something that adults 
who have experience with children generally come to realise? Certainly I do not 
recall this being in the background literature. All that was discussed was the 
deficits in the supervisors. This is a much more positive and. affirming view of 
what supervisors think. 
Line 891. 'For me it's about their potential. I like to think of them as the half full 
glass. You never know how they are going to turn out'. I assume this is about 
wanting to facilitate their development. It's also about seeing positives in 
children. I think it is inconsistent with the earlier views about knowing how 
children are going to turn out based on knowledge of families. 
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Lines 894-900. They take the idea of facilitating a little further and describe how 
they understand about setting up situations for children and then standing back 
and not getting too involved thereby giving the children independence. This 
returns to the notion of what play actually is. It is also about respecting children's 
culture and autonomy. Furthermore it's about them knowing children and 
understanding them. 
The supervisors are prepared to challenge what children might be told at home. 
Line 1726, 'My dada says do this if somebody does that to you, you hit back'. 
'You challenge this but it's hard going against their dad'. Line 1730, 'It's not 
sorting it out by non-violent means and go to the dinner lady or whatever. It's 
reactive'. This says that the supervisors recognise that part of their role is about 
teaching children how to resolve difficulties, which might include seeking adult 
help. 
Language (generally and about feelings) 
Different words are used to express a range of feelings that the supervisors have 
about lunchtimes. These are listed in the right-hand margin notes. 
They also use humour a lot. I do not know if this is to diffuse something, a way of 
coping, a social skill for bonding the team, or whatever. Having been with the 
supervisors I think it's probably an aspect of their social interaction, to do with 
mutual banter and knowing one another well. They also use it a little to illustrate 
how silly something is, such as when talking about the ban on conkers, 'How 
many kids do you know that have been killed by a raging mad conker?', (Line 
329). 
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I realised fairly early into the interview that the supervisors use visual words 
(watch, eye eye, see, keep an eye on things, you see). I think this communicates 
something about the very core of how they view (visual word!) their role. It is 
about seeing everything that goes on. 
The buddies are, ' ... just another set of eyes'. (Line 1337). 
'I'll just keep an eye, watch them', (Line 1364). 
Line 1471. ' ... you'li maybe watch out for them'. 
Line 732. 'It's a good lunchtime when you can see them all and you know what 
they are doing'. This isn't just about seeing children it's a sense of control. They 
need to know and they need to feel the control (they talk of being in charge in 
Line 357). They do not like it when children go up and down corridors during wet 
lunchtimes (Line 1613) because they cannot see them and do not feel, 'in 
charge'. 
They also want to give children the space to play independently. 'Well 
supervising the children, watching the children. Keeping an eye on them, 
generally but not too much. Just being watchful I suppose'. 
Some negative emotions that are named link to the difficulties over 
communication, 'Yeah I get annoyed sometimes ... ', (Line 1263). ' ... got yourself to 
top doe', (Line 1273). 
Frustration is used (lines 1379 and 1578). In outlining my story I did think that 
the supervisors would talk of frustrations and frustration about things to do with 
teachers have already been discussed in this diary. 
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When they talk of their feelings about their role there seems to be a dual aspect 
to it - the frustration (with teachers and communication in particular) and 
pleasure (related to being with the children, the variety, the sense of feeling they 
are making a difference). 'Enjoy it', (Line 1578). Again, in my story I said that I 
thought the supervisors would express some enjoyment of their role. I do not 
think the supervisors enjoying lunchtimes was something that came up in the 
background literature .. 
Parenting 
I do not know what to call this and it's possibly linked to nurturing, or 
relationships - I'll see how things turn out. They had talked about being like a 
parent and in Line 931 they assert that they listen more than parents and also 
that they know the children better - they know that they aren't angels all of the 
time. They feel they have a more balanced view of children. They are making 
assumptions about parents and their conceptions of their own children. I am 
assuming that the supervisors are portraying a unique relationship with the 
children, which is closed to other adults. 
Line 935. The issue of protecting children comes up, and their belief that parents 
are perhaps over-protective in a way that they are not. 
Having a sixth sense and predicting that an incident is likely to occur the 
supervisors think this comes with parenting (Line 1366). I assume they are 
referring to their experiences with their own children. 
Different to teachers 
I asked about how they are different to teachers and they immediately said they 
did not need to be so distant or authoritarian (Line 955). They think they are 
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more nurturing than teachers. Able to have more fun. I think this is an interesting 
perspective on the role of the teacher. I would assume that if asked the teachers 
would say that they are there to nurture children and develop close relationships 
with them. Are the supervisors trying to create, or perpetuate, the idea that they 
have a unique position in the child's lunchtime world? Does this give them 
power? Does it make them feel special and valued? Does it make them feel 
better about themselves, or in comparison with teachers? Have they got a chip 
on their shoulders when comparing themselves to teachers? 
Line 966. They make assumptions about children's thinking (because they know 
children) and think that they associate supervisors with having a nice time at 
lunchtime. This is a positive view, which is inconsistent with some of the literature 
about the misery of lunchtimes and the problems they create. 
They believe that some children do not respect them in the same way that they 
respect the teachers (Line 1315). They accept some responsibility (and perhaps 
blame) for this, 'Well you have to show respect to earn it back do not you, so it's 
down to us'. I think they are right in this but they have said a lot that suggests 
they respect and enjoy the children. 
Rewards and Sanctions 
When asked about their involvement in school reward systems there is 
vagueness to their response. 'We sometimes give them lunchtime stickers', (Line 
1082). This implies it's inconsistent and doesn't really explain how it fits with the 
whole school system. I'm not sure if this is about not feeling involved in the whole 
school system, or communication, or their status. The supervisors may not really 
value the impact of reward systems. Though they do go on to describe a 
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situation where some children got a special mention in assembly (Line 1084) and 
this is something they value. 
Line 1405.' .. .there's no punishment at the end of it'. Line 1410, That's not a 
punishment'. The supervisors seem keen for children to receive some 
punishment (such as a withdrawal of play station and golf). They believe that 
children know that a punishment is unlikely and feel that parents do not support 
the school when punishment, in the form of exclusion, is given. I do not know if 
this is because they think that children will learn from being punished or whether 
it's simply about trying to make them feel bad. 
Checking back with Supervisors 
It has been so long since I was at the school talking with the supervisors that I 
decided to go back to let them know how it was going. Had a good chat really, 
with the supervisors and then the Head. Told them what I was doing with their 
interviews. Much laughter and suggestions of throwing them on the fire. They 
think I must be mad. But actually underneath all this humour I thought they were 
quite p~oud that what they said in an informal chat over a coffee and a cake was 
'research'. They couldn't believe how many transcript pages there were. Feel I've 
got a good relationship with them. To be honest I think the supervisors were 
more interested than the Head. But I suppose they have invested something of 
themselves in this research - a thought which cheers me because this suggests 
they were digging a bit deeper into their thoughts when they talked with me. This 
is what I wanted - the core, the richness. Goody. 
The Head left us to it and I explai'ned what I had done. I gave them copies of the 
transcripts and let them skim through. I asked them if there was anything in 
particular they wanted to chat about. I also talked over a few examples and 
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explained why I had written what I did in the left and right margins. I let them pick 
out others for us to discuss too. Basically it was to see if I was completely off the 
mark or was I getting to the nub of what they wanted to say. I also talked about 
some of the themes that seemed to be coming out. It's not final yet though. This 
was just the start of it. They agreed with what I was doing. They were interested 
in how I interpreted what they said, things like when they talk about some days 
being better than others but how most days are okay and how this suggests they 
are able to take a balanced perspective. Another example was in the joy of 
children's play, and being with the children. Communication and status issues 
were raised as further examples. 
Initially there was much hilarity, trying to recognise who might have said what. 
On the whole though their thoughts were consistent with what I had done. I had 
some confidence that they weren't just agreeing with me. By now we've got to 
the stage where they talk openly and confidently with me. Even as they looked at 
some of transcript they would question and discuss amongst themselves. I 
suppose what I wanted was an analysis that made good sense - and the 
supervisors' reactions suggest that's what I've got. Goody again! 
I still haven't put things into clusters yet. Again, I'm wary of doing this until I've 
got the initial analysis, 'right'. I do not want to come up with clusters and then try 
to find things in the text to confirm what I am saying - I want to be open-minded 
when reading the transcripts and the post-its. 
Reading this back I wonder about bias. Why did I use the word, 'goody'? Was I 
so pleased with myself for being seen to do something right? Is this about 
affirming how good I am about interpreting something? Part of me thinks not. I 
am genuinely interested in giving the supervisors an opportunity to share their 
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story and I was pleased that they felt what I had done adequately represented 
what they wanted to say. But then this takes me to questioning the member 
validation. It isn't generally used in IPA, partly because the analysis involves and 
values the researcher's interpretation. Aside from this though I have to ask 
myself if the supervisors really did understand and concur with what I had done. 
Would it have been possible for them to tell me I'd got something wrong, or 
suggest alternative views? Perhaps not. I like to think they would have done 
because of the relationship we had developed but I may be wrong. At the very 
least I hope it left them feeling that they had been involved and that I was sincere 
in gaining their feedback - because I was. But perhaps I shouldn't put too much 
weight behind their validation. 
Authenticity 
As I am writing in this diary thoughts come to me again about authenticity. I 
realise that I hope to present the supervisors in a positive light. I really value the 
work that supervisors do and I have enjoyed working with them. However, I must 
be open to interpretations of the interviews that might present them in a less than 
favourable light. One thing that comes to mind is the idea of responsibility. They 
are concerned about being blamed and they are concerned with the lack of 
communication from teachers. If I take this at face value I could make 
assumptions (as I have done) about the lack of power and status that 
supervisors have in school. However, what if I turn this around and suggest that 
as the lunchtime is their responsibility, why then do they not be more assertive 
and challenge teachers about some of the communication issues. They come 
across as a strong team so they would have peer support if they should choose 
to challenge. Is it too convenient for them to blame teachers? Perhaps they feel 
something of an, 'under-dog', in the school system and it makes them feel better 
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to be critical of the teachers. It may also be that in fact communication is actually 
okay but they just do not see it this way. Either way, their story is that they 
perceive they are blamed and that communication from teachers is poor. This is 
their story. 
When they discuss children who are a problem they are keen to explain the 
children are a problem for the teachers too and I have assumed they are telling 
me that the problem isn't related to their management it's about the children. 
They do not want to be blamed, or take responsibility. An idea is forming now 
which is about the supervisors telling me a story which presents them as skilled 
and reflective practitioners who take pleasure in children's learning through play. 
They hold a unique position in the children's lunchtime world. Alongside this 
there are problems with communication, some individuals and safety for example 
and none of these problems are caused by them, nor can they change them. All 
of this is the responsibility of the teachers or the parents. Am lover simplifying 
what they are saying? If I understand them correctly is this actually how it is at 
lunchtime? Would children, parents and teachers say the same thing or would 
their stories be a flip version of the supervisors' story? Is reality somewhere in 
the middle (and here I must acknowledge my generally liberal stance on most 
matters where I believe the mid-ground is often the place to be). Would it be 
reasonable of me to suggest that where there are difficult issues and conflicts at 
lunchtimes these are to some extent due to poor communication generally 
without wishing to ascribe blame for this to any party? If I am being honest 
though I would admit that I do have some sympathy with the supervisors and 
their position in school. My experience suggests they do not have the confidence 
to speak within the school system, or if they do, their voices are not well heard. 
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This is all just musings at an early stage. It may well change as the analysis 
continues. 
Reflective Diary Part 2: A record of the personal dialogue during the 
analysis of Interview 2 
Team 
Line 4. They say they meet before lunch and use the phrase, ' ... need to tell one 
another', and this is said again at Line 11. The use of the word, 'need', strikes 
me as significant as this suggests something about sharing, supporting, 
maintaining the sense of, 'team'. It also implies they need to tell each other 
because there isn't anybody else to tell. They value this so much that they arrive 
early. They have developed friendships and care for each other. 
Line 13. 'It helps like, cos if I know something's gone on at her house last night. 
I'll know that she mightn't want to be bothered with things, so I'll step in if there's 
a problem'. This implies that one of the supervisors has some issues at home 
that the others are aware of, and will support with. There must be trust between 
them. I think this is such a strong signal of them being a team that genuinely 
does support each other, without having to explicitly ask for support. 
Adopting a rota has helped them to get involved in different areas. 'You get to 
know how things work everywhere and not just your bit', (Line 270). 'I think this 
way's better because we work more together and we·all know what's going on', 
(Line 276). This gives them variety and means that if there is a less favoured job 
they do not have to do it for too long. 
They compare their team with previous teams, 'They wouldn't help you if you 
were stuck with anything', (Line 274). They are suggesting that they do help 
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each other and that there are times when they do get, 'stuck'. They know they 
aren't perfect as individuals but as a team they can pull together. It's a shared 
responsibility. 
When talking about behaviour management they recognise that some handle 
situations differently and they could show each other (Line 485). 
Together they question and explore the issues of behaviour management (from 
Line 473). There is a sense of really wanting to know and understand and a 
willingness to learn and to adapt. They are a reflective and supportive team. 
Getting on well and trusting each other help foster a team that can support each 
other (Line 540). I'm not sure how this develops and as with much of what seems 
to happen about lunchtime supervision it's happenchance that this particular 
team do get on and trust each other. If they did not the strength of the team 
might be less and maybe then the supervision and the children's lunchtime 
experiences would be different. 
Without needing to talk about it they know each other well and know where their 
skills and likes and dislikes are (Line 553). Not only do the supervisors have an 
understanding of the children's lunchtime world they develop an understanding 
of each other's lunchtime world. As individuals they are balancing a lot of things 
during that brief lunchtime hour. 
They feel they have to be there for each other because nobody else is, or 
understand what it's like (Line 576). It's a lonely job, or it could be. 
Working as a team helps to deal with those situations where children try to play 
adults off against each other (Line 690). The supervisors have to support each 
other and be consistent for this to be effective. They have to communicate and 
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they have to have shared understandings. Given they do not formally meet I 
assume that this happens by chance. 
Line 702. 'Yeah and it's good for us too because sometimes I do not know how 
to handle something but I like somebody else to help me out'. I have probably 
said this before but this willingness to express a lack of confidence and seek 
support is incredibly brave. They must have personal confidence to be able to 
say this and also confidence in the team that it's okay and the right thing to do. 
Although I suggest they have confidence I am aware that I have also reflected on 
their lack of confidence. I am trying to understand this and I suppose the 
difference is between personal confidence and confidence in each other as 
opposed to confidence in being seen to be capable of doing a good job. Not sure 
if it's as simple as this and I'll need to think about it a little more. 
The supportive strength of the team may also have developed because they feel 
they only have each other to seek support from so it makes them more inclined 
to pull together. 'And we know we can turn to one another', (Line 719). 'More 
than you can to the teachers really', (Line 720). 'They do not understand what it's 
like out there', (Line 721). I get an image of a battle field when they say, 'out 
there'. 
They say that they know themselves and each other well. They know what their 
strengths and weaknesses and likes and dislikes are and work around each 
other taking this into account (Line 708). They can adopt different styles of 
management as it suits, 'Like Mr Nasty and Mr Nice', (Line 716) and work 
together to complement each other. 
The team is a powerful and incredibly supportive body. 'Us working together. If 
we do that then we can deal with anything', (Line 931). I've just had a thought 
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that where they think that teachers do not consult with them and that as 
supervisors they have limited status, what if the teachers, and the Head, actually 
view the team of supervisors as a formidable team? 
They mock teachers at Line 1004. Making fun of others or being critical can be a 
way of cementing relationships within a team. 
Although they say they are very busy they do not necessarily think that having 
more supervisors would help. It may confuse things with children playing them off 
against each other (Line 1073). They are suggesting that there are an optimum 
number of supervisors that make a team and offer effective supervision. I think 
that some of the difficulties they have raised might be addressed in ways other 
than having more staff, for instance communication wouldn't necessarily be 
improved by having more supervisors, but could be improved with an agreed 
communication process. 
Status and working conditions 
Line 22. The lack of somewhere to talk in confidence is identified as not being 
right. They do not feel comfortable using the staffroom. Is this about them feeling 
they are not worthy or have they been made to feel uncomfortable entering the 
staffroom? My own experience is that staffrooms can be rather daunting. There 
are sometimes certain (unspoken) rules about seats and cups. I'm interested that 
it's called a, 'Staffroom', which would·imply availability for all staff of the school, 
but clearly this isn't the understanding of the supervisors. Perhaps they do not 
feel that they are part of the,. 'staff'. 
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Not feeling appreciated is a theme that came up in Interview 1 and does again in 
Interview 2. Line 81. 'No, but we don't get told we've done a good job either do 
we?' 
They reflect that if they do not value themselves others will not value them either, 
Line 87, 'We should be more careful not to put ourselves down. If we do it, others 
will surely follow suit'. I think a lack of confidence is a significant issue for the 
supervisors and they need to be told they are doing a good job and are 
appreciated. This takes me to wonder if they are mindful to praise children and 
tell them they are getting on well. It may be that this is something they really 
value and so do it naturally. Alternatively it may be that because they do not feel 
appreciated it is hard to show appreciation for others. However, when I think 
back to what they said in Interview 1 there is a lot about enjoying children, 
nurturing and praising. 
I recall one of the job descriptions that I had reviewed saying something about 
needing to be able to stand and walk for periods of time. The supervisors agree 
with this when talking about kneeling down to children, 'It does hurt my knees 
though', (Line 96). I had not previously given much thought to the physical 
demands of the job. 
Line 179. 'The teachers wouldn't put up with that though, but we have to'. It is 
okay to be rude to supervisors but not teachers. Why do they have to put up with 
it - who said they must? How has this culture developed where it is okay to be 
rude to certain adults in the school context? 
Line 239. 'I used to keep telling them to clear away but I got fed up of doing it. I 
was like a broken record'. So the children repeatedly ignored the direct 
instructions of the supervisor such that ultimately the supervisor got fed up and 
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presumably the children were then able to misuse the quiet area. The children 
and the supervisors have together created a lunchtime culture in which the 
supervisor can be ignored and eventually children can do as they please. But the 
supervisors do not generally suggest that there is mayhem so the children must 
be complying with them to a large extent. 
The supervisors have ideas about how to improve lunchtimes but lack 
confidence in sharing these. They feel they do not have a right to speak. 'I don't 
know. I sometimes feel like it's not our place', (Line 252). This really jars with 
their belief that others in school do not appreciate what goes on at lunchtime or 
have any interest in it. So, if the supervisors do not make suggestions for 
improvements, who will? 
They feel that when they do make suggestions nothing happens, 'But we've said 
things in the past and nothing happens so you just get disheartened', (Line 258). 
They do not have a sense of ownership as they feel they must ask to make 
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changes. This conflicts with their desire to have control. They worry that if they 
did make changes, ' ... there'd be hell to pay', (Line 262) and yet they cite one 
instance when the Head thought the rota idea was a good one, 'She even said 
she'd leave it to us', (Line 265). They haven't learned from this experience and 
have instead adopted a defeatist attitude. 
The Head makes decisions (Line 293) but they claim they would have to say if 
the Head made a decision that was hard for them (Line 305). But would they -
given the earlier comments that they made about being disheartened. 
Line 288. They talk of being outside in the cold for 40 minutes. 
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It is a demanding job. 'It's hellish sometimes isn't it?', (Line 515). This is a strong 
statement to make. 'Don't ask me why but some days it can be awful', (Line 580). 
The supervisors feel that they need to look busy, and are anxious about who 
might be watching them (Line 838). This may be related to the lack of a job 
description and lack of on-going feedback and review. They trust each other but 
feel judged by others at school. 
With wet lunchtimes it is the Head who decides whether the children are in or out 
but the supervisors have to, ' ... get on with it', (Line 851). Unfortunately the 
teachers may not like this as the classroom can be left messy. I'm not sure if the 
supervisors feel partly responsible for the untidy state of classrooms. 
Line 866. 'We could talk to Mrs. H. See what she thinks'. The supervisors are 
keen to consult about an idea before putting something into place. 
Children are rude to them, and it seems that currently they do not have to 
apologise, 'I'd like to get an apology if they've been rude', (Line 1058). I feel sure 
that things would be handled differently if children were rude to teachers. 
Line 1087. 'I'm not being funny but we don't get paid an awful lot'. They are quite 
correct in this and given they have a role in children's learning and future 
development I cannot help but wonder if they should be better rewarded. This 
may not be through better pay necessarily but at least better working conditions 
and being made to feel more a part of the school and well respected. 
They realise that they lack confidence and do not speak up (Line 1085) but feel 
they've done this before and have been let down by the Head who makes 
promises that aren't kept (Line 1095). I am beginning to wonder if their status is 
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tied in with their lack of confidence. They have convinced themselves that they 
have low status and find opportunities to reinforce this belief. 
Their role 
Line 38. 'I think lunchtime supervisor sounds better'. They are concerned with 
what they are called and the perception that might be created by different job 
titles. They are so insecure in their own status that they need a title that sounds 
good. This seems rather sad to me. 
They do go on to clarify that being a, 'lunchtime supervisor' describes their job 
better as it's more than being a, 'dinner lady', or, 'supervising'. 'Like for example 
when we play with children, that's not supervising is it really?', (Line 42). They 
want a job title that describes what they do and the best of those used is, 
'lunchtime supervisor', but even this doesn't adequately reflect what they do. 
Clarifying what they are responsible for is something that I would have thought 
would be essential. When asked about a job description they reply, 'What job 
description? I've never seen one', (Line 64). Why haven't they asked for one? 'I 
just got on with it', (Line 66). When reading through the transcripts I often get a 
sense that they, 'just get on with it'. They seem very accepting and do not 
challenge things that aren't right. Is this because they are happy to do things as 
they see fit, or is it because they do not have the confidence to ask for 
something? 
. None of them recalled having a proper interview. It seems that just as they took 
the job to suit their personal convenience, so the school offered the job to suit 
their convenience. This strikes me as taking a risk because the school would not 
know they were employing somebody of the right calibre. Particularly as there is 
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a reliance on, 'common-sense', (Line 74). Further there is no account of formal 
supervisor appraisal or feedback. It seems that the supervisors are simply, 'left to 
it'. This is something they themselves have said they want to happen. But 
assumptions are being made that the people employed as supervisors have 
common sense and can be left to, 'get on with it', without appraising what they 
are doing. In Interview 1 the supervisors said that training was not required 
because much of what they do is intuition and learning on the job. Being offered 
a position and being left to use common sense is consistent with this view. But is 
there evidence that supervisors do possess these qualities? Is it really all about 
convenience, pressures of time and people getting on to make the best of a 
situation and not feeling confident to challenge it? It's all a bit too relaxed in my 
view, with the potential for the supervision at lunchtimes to be about policing and 
routines and this would be such a waste of an opportunity to have a positive 
impact on children's development. This is something that I reflected on when 
reviewing some of the job descriptions that I reviewed. 
The supervisors think that people in school are just happy that they turn up each 
day to, 'baby sit the children', (Line 84). The selection process and lack of on-
going consultation could easily be interpreted in this way. Alternatively it may be 
that the Head knew the individuals anyway and had a degree of confidence in 
their abilities. The Head could well have since observed the supervisors at work 
and been satisfied in how they were doing the job. However the lack of formal 
opportunity to feed this back is a shame. 
Line 159. 'They just like to feel as if they're protected'. What do they base this 
on? Is it more that the supervisors think they should protect children? Protect 
them from what? What dangers do the supervisors anticipate occurring during 
lunchtime? They have already said, in Interview 1, that we should trust children 
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to make the right choices and not over protect them because they will learn from 
taking risks. Does protecting children fulfil a need in the supervisors to be 
needed? Risk taking and being needed were issues raised in Interview 1. 
Line 842. The supervisors sum up their role. 'I think watching the children, getting 
to know them, being available if need be. I think that's what our job is about, not 
just dealing with problems'. However they do not think that others have the same 
view or maybe do not think about it. They have the view that some (I assume 
teachers) do not want to be bothered by the supervisors (Line 846). 
Their role at lunchtime is about teaching children to be more independent, to 
help children to enjoy their lunch, to look after them when they play and about 
manners (Line 872). This is more than some of the job descriptions suggest 
which focus on dealing with problem behaviour. 
Line 981. 'She couldn't make anything of them, not even the new starters'. The 
role of the supervisor is seen as making something of a child. What do they 
mean by this statement? Is this about shaping a child to cooperate with 
supervisors? 
Line 1100. They wonder if the Head thinks that because they get paid to do the 
job they should sort it out more. But then they have a discussion between 
themselves as to whether or not they can. They are really very unsure about their 
power. They think they are different to teachers and they feel that they need to 
be given permission to change things. There is a perception that when 
something was changed they were, 'told off', (Line 1104). This creates a visual 
image for me of them being like children getting, 'told off, by adults. There 
seems such confusion surrounding who and what they are. They are similar to 
but not actual parents and teachers, and now seem like children. They called 
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themselves, 'in-betweenies' and they really are 'in-between' everything. They are 
floundering to find an identity. 
In their discussions they come to realise that there probably are things that they 
could change provided they fit in with the current systems (Line 1119). I think that 
some clarity is needed which could be easily achieved through improved 
communication. Again though I do not know why this has not been addressed. 
Doing a reasonable job (Line 1183) is acceptable. Normal days are when things 
go, 'okay'. The supervisors are being realistic; they know that each day will bring 
ups and downs. 
Nurture 
Line 46. They say they encourage children and praise them. They value the 
nurturing role they have. They do this through giving a child attention or 
distracting them when hurt, 'While they're thinking about what you've asked them 
they forget they've hurt themselves' I (Line 117). They liken it to mothering (Line 
120) and say it's about, 'codology', (Line 120) which they talked about in 
Interview 1. 
Line 145. 'Be there for them .. .' 
Line 156. 'You have to be there for them, especially the little ones'. 
Line 42. They play with children and they appreciate this is not about supervising 
them. Their role is not wholly about policing or checking their behaviour or 
teaching them. Their role is about joining in with children's play and appreciating 
the playas it is. 
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Playing with children comes up again at Line 194. The supervisors say that the 
children, ' ... Iove it when you join in with them', (Line 200). There is a sharing of 
experience. However the supervisors know that they need join in for only so long 
and then, 'bow out'. 
The children need a range of choices. They need things to be attractive. Children 
need facilities and activities set up properly so that there is a shared 
understanding of how to, for instance, use a quiet area (Line 231). The 
supervisors say the children need to be involved (so I must assume that they 
aren't) and that responsibility for this lies with the Head and teachers, in 
consultation with them (Line 241). The supervisors seem to be saying that they 
want joint responsibility for properly setting up play experiences for children but 
part of them also seems to want to blame the Head, teachers and lack of 
funding. 'It's not down to us is it?', (Line 247). Equally they think that children 
should be consulted in any proposed changes or new suggestions (Line 353). 
They value the views of children and appreciate that children need to be involved 
if new initiatives have any chance of success. I recall that in the background 
literature research was reported that said children wanted to be involved in 
decisions about playground initiatives. 
They think that children are more motivated to play than having something to eat 
(Line 370). The supervisors think that children need time to play. In their view 
one of the purposes of lunchtime is to provide opportunities for children to play. 
This is interesting in the light of the literature about children's free time 
experiences being reduced and is consistent with the argument for retaining time 
to play at school. 
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When talking about buddies the supervisors assert, 'Well they need to playas 
well don't they', (Line 789). So the supervisors are identifying playas a need. 
Getting on with each other and cooperative play is desirable (Line 936). 'Most of 
them do really most of the time', (Line 939). 
Although children need to play the supervisors are concerned that children need 
adult guidance to learn how to play and to avoid problems (Line 1008 and 1011). 
My view is that it's not about avoiding problems but learning how to resolve them, 
and I recall the supervisors did talk about this in the first interview. 
There is a joy of playing with children (Line 1206) but there is little time to do it 
sometimes. They reaffirm that playing with children is part of their role too, it's not 
just about chivvying and telling off (Line 1215). 
Line 1216. 'There's a lot more to what we do and it's hard to explain it. You have 
to see it really. Aye nobody tells you those bits do they? And them's the best bits. 
It's what makes you keep coming'. They are right, there has not been clear 
guidance on what the job entails. Their role has many dimensions and they have 
said much of it they do without thinking and it's about being able to be intuitive. 
What is clear is that they do not limit their view of their role to smooth 
organisation and managing behaviour but they encompass much more , 'the best 
bits', which they really enjoy and these are what motivate them to continue. As 
they have said before the pay isn't good enough to make it worthwhile if the job 
was so dreadful. 
They really value their role and the impact they can have on children's lives (Line 
1250). As they said themselves, 'You say it like that and it makes us sound grand 
doesn't it?', (Line 1252). They value themselves and the role they have. 
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Individuals 
There are some individual children who need supervisors to support their play. 
The supervisors engineer situations (Line 206) where somebody else joins in. 
They realise that playing with an adult is not the same as playing with other 
children. 
They need to make themselves accessible to all children (Line 663). Children 
need to know where they are for security (emotional security I assume from the 
way it is said) and for First Aid (Line 676). The supervisors have to be 
everywhere, know everyone, be available to everyone and ensure that lunch is 
well ordered. The supervisors need to ensure children are playing and socialising 
and are happy and safe. It's a tall order. 
Facilitate 
Line 44. 'It's about being the wind beneath their wings'. The supervisors set 
things up for children and stand back to allow the children to take their play 
experiences where they want. This is what play is about according to the 
literature and the supervisors have really understood this (without having been 
trained to think like this). 
Social Skills 
The literature suggests that at lunchtime children learn social skills to enjoy the 
present but also to prepare for the future. Again without having been on a 
training course the supervisors have grasped this idea. Line 47, ' ... and getting on 
with each other. Well it's what they need when they're up, adults like'. 
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Relationship with children 
When speaking with the children the supervisors like to join them in their space. 
This could be interpreted as a power issue but they way they talk about it is more 
about the relationship they want to develop with children. Line 94, 'I always think 
it's nicer than looking down. That's it. You're on their level then'. 
Line 99. 'I like to look them in the eye'. This is whether the supervisor is telling off 
or saying something nice. Again, it's about the relationship they are developing 
with children. It also creates an image that they are saying things privately to 
children, not shouting across a space. It is more intimate. It can also be more 
assertive. Eye contact says you mean what you are saying. It draws the listener 
and the speaker together in a shared moment. 
Around Line 160 the supervisors talk about physical contact with children and the 
need to use common sense not to get into potentially compromising situations. 
They think that teachers worry too much about this because they think that 
children need some gentle physical contact. 
Children also need to be shown an adult cares about them. 'You kinda show 
them that you care through little things. Like having a bit of banter with them. 
Showing them you've got a sense of humour', (Line 166). 
Mutual respect between supervisors and children is important (Line 184). 
Supervisors need to be approachable and have a trusting relationship with 
children so that they feel able to share concerns (Line 226). 
Having a rota allows them to get to know more children (Line 281). So too does 
moving around (Line 666). 
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Knowing children's names is useful in terms of developing relationships with 
them but also for controlling/managing behaviour (Line 385). 
Having banter and getting on well with children helps to build relationships and 
mutual respect such that they are more likely to be compliant (Line 598). 
If they make a mistake supervisors will make amends with children but, ' ... without 
losing face with them', (Line 638). I wonder how they would lose face. It's an 
interesting idea that apologising may demean their status with the children in 
some way. The supervisors want to have the upper hand in the relationship 
which implies alack of confidence in their status and a degree of vulnerability 
possibly. 
Knowing and understanding children 
When discussing physical contact with children the supervisors explain that it's 
about knowing what individual children might need and want. They are keen for 
the child to take the lead though, "was thinking, when it does happen, , always 
let the child initiate it', (Line 126). 'You're right, and' think it depends on who the 
child is. You have to know them to know whether they want comfort, and how 
they like it', (Line 129). How could a training course teach the supervisors this 
sort of knowledge? Perhaps it would be about finding ways to stress how 
important it is and exploring ways in which they might do it. 
Even though they identify the dominance of space by bigger boys playing 
football, the supervisors try to have a balanced view of the needs of children at 
different ages and skill level (Line 319). They think that younger/smallerlless 
skilled children want to be in the big boy's football team because of the status. 
My experience of playgrounds would lead me to concur with this view. I cannot 
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understand the level of interest and status that is attributed to being part of the 
football game. I cannot see why children cannot gain a similar level of status for 
being a part of another game or from being a sociable child, or skilled with the 
small play equipment. It's simply something that I cannot understand but 
appreciate that it is this way. 
The supervisors are concerned that a small number of boys dominate the space 
by playing football and thereby restrict the choices that others have at lunchtime 
(Line 326). They also discuss the sameness of the football game and say it 
would make a nice change if they played something else. But playing is of 
course at the direction of children so, as they say in the interview, 'But why, if it's 
what they enjoy', (Line 335). Play is also about choice and a number of children 
are having their choices restricted. I am also concerned as to why the few that 
play football all of the time are locked into the expectations that they will do this 
every day. Perhaps they do need to consider alternatives. The supervisors think 
that football doesn't require the use of imagination or brains and neither does it 
encourage socialisation with a wider range of children (Line 339). When they 
compare with other activities they rather judgementally declare, 'What about 
those silly young boys though, all they do every day is run around and chase 
each other and try to wrestle to the ground. That's just the same a lot of the time', 
(Line 343). The supervisors clearly do not value running and wrestling and see it 
as silly and perhaps pointless. But in the first interview they said that part of the 
purpose of lunchtime was about running around and letting off steam. 
What comes across is the routine nature of children's lunchtime play. The adults 
question the value of routines. I've no way of knowing if the children are entirely 
happy with the situation either or if it is a lunchtime culture that has evolved as a 
means of ascribing power and status, particularly to bigger boys. The football 
346 
playing may be a way that boys learn to socialise and solve problems and 
identify the hierarchy. The supervisors do not talk much about gender differences 
in play so I do not know what the girls are doing at this time and how they are 
forming a social hierarchy. 
Line 395. 'Yeah I like to start with a quiet word. They do not lose face in front of 
their mates and you can sort of reason with them. Appeal to their better nature, 
cos they have one'. The supervisors understand that children are concerned with 
their image in front of others. They also have a balanced view of children. 
Line 622. They say they've seen it all before and there is nothing new, implying 
that over the years the children are much the same. This could be interpreted as 
gloating. 
The supervisors often talk about the needs of individual children and adapting 
their style of supervision to respond to such needs. If there is an incident 
between children they think that it is important to hear each child's view of the 
situation (Line 737). This also ensures that the incident doesn't carry over into 
class (Line 746). This was raised in the background literature, as teachers think 
that what happens at lunchtime can affect a child's learning in class through 
being distracted or upset. 
They talk about leaving things to children to resolve issues as, 'Sometimes it's 
the adult intervention that causes the bigger problems', (Line 752). This is about 
trusting children and claiming that adults do not really understand the world of 
the child. 
Line 770. 'They like to feel they're helping don't they?' How do the supervisors 
know that children like to help? Might it be that the supervisors give praise and 
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recognition for helping and it is this that the children like, rather than the helping. 
Are the supervisors creating a reality that helpful children gain adult approval, 
status and a sense of power and, 'helpful', is a valued trait? Similarly they think it 
is good for children to have responsibility (Line 772). 
They have balanced views of children, observing that, 'You sometimes see a 
different side to some children', (Line 828). Here I do think that they share 
something unique with the children because teachers and parents have limited 
experiences of observing children in informal play situations with other children 
where the culture is different to the classroom and home. 
They describe children as being, 'fly', (Line 887) by hiding what they might not 
have eaten at lunch but the supervisors know this about children and they know 
which ones are liable to hide food. 
Assumptions about age 
The supervisors say, 'It's often the little ones that like a bit cuddle', (Line 135). 
They joke with the bigger ones when they are being silly and threaten to give 
them a cuddle. This is making it seem silly and a punishment almost for the 
bigger children to get a cuddle but maybe they need some phYSical contact just 
as much as the younger ones. I know there is an image issue and children seem 
to outwardly reject cuddles but I think that, provided it is done in the right way, 
they gain comfort from physical contact too. The adults are communicating their 
expectations about what children require as they mature and it seems that the 
children are going along with these expectations. Thus between them the 
supervisors and the children are creating a culture of lack of need for physical 
contact and a need for humour to cope when upset. Humour is also used as a 
form of managing silly behaviours. The supervisors do not differentiate between 
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boys and girls so I do not know if they feel differently about the gender of the 
older children. 
Line 156. 'You have to be there for them, especially the little ones'. Why, 
'especially'? Do the older children not need to have adults there for them just as 
much? The supervisors really do seem to have a view that younger children are 
needier. 
They are of the view that juniors are likely to make a mess or get up to, 
' ... goodness knows what', in the toilets if unsupervised (Line 671). I do not know 
what they are thinking of, or why the older children would be more inclined to get 
up to things than younger children. Is this another battle? Rules are a challenge 
and maybe so too are areas that are out of bounds. 
They assume that older children do not need help with practical tasks such as 
opening packets (Line 875). 
Older children apparently spoil activities that supervisors set up (Line 1013). 
More than I had anticipated I feel that the supervisors have issues with the age 
of children. 
Happy 
I want to give this a title all of its own because I think that we sometimes forget 
about children's happiness and was delighted that the supervisors simply stated 
that they are there for children to be happy at lunchtime. 'As long as they're 
happy. That's what we're here for', (Line 139). 
Line 1222. 'The excitement they have for life, well sometimes'. For me this 
presents a picture of children excited and happy at lunchtimes and supervisors 
valuing these feelings that children have. I hope that this appreciation is 
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communicated to the children. Being happy and excited and all that this brings in 
terms of self-esteem and confidence, a sense of wonder and achievement and 
joy is what I would hope that school would foster. 
Skills 
They recognise that they must be fair (Line 145). 'Mother to all, mother to none'. 
Line 172. 'You have to be open-minded in this job, some of things that you hear. 
Yeah, it would be no good if you were easily offended'. A number of issues are 
raised with me in this exchange. Firstly the supervisors must in some way be 
entering the world of the children where the child/adult boundary is blurred. The 
supervisors accept this and I think that as children play there will be times when 
they say things that they perhaps did not intend for an adult to hear. However, 
why is it okay for the supervisors to feel that they mustn't be offended by some of 
the things that they hear? If an adult would be offended then I would think that 
whatever was said is probably unsuitable so shouldn't this be discussed with the 
children? It's very confusing. One moment the supervisor is the adult who looks 
you in the eye and tells you off. The next they act like a mother, then a teacher, 
and now they've heard a child say something that might offend. What are the 
children to make of this? 
They imply that they take the time to stand back and reflect on what would be the 
best response to a situation (Line 150). 
A persona is adopted to manage situations, 'Oh this poor old dear is tired can 
you keep it going for me', (Line 215). This is a subtle way of encouraging 
children to play independently without giving them a sense of rejection. 
Being prepared to be flexible and try new things (Line 358). 
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Have to present a confident persona (Line 459). 
In Interview 1 they talked about some of the skills and knowledge required for 
being an effective supervisor. Part of this was about being intuitive and this idea 
is introduced again. 'It's just sort of in you, isn't it?'. 'You've either got it or you 
haven't', (Line 469). 
'It's knowing what to say and how and when that sometimes diffuses things', 
(Line 479). 'I think we do that without really thinking. We just sort of know when 
to', (Line 481). 
Line 607. 'Well what we do seems to work'. At first I thought this seemed 
confident and bullish but then read on that they are open to trying new ideas and 
being flexible in relation to behaviour management. Also that what they do must 
work for them but also for the child (Line 611). What they are saying here is that 
managing behaviour is one thing, but doing it in a way that suits the child is 
important too. They have often made comments that recognise individual 
children and their individual differences and needs and I am heartened that with 
so many children in their care they are able to take account of individual needs. 
They are able to reflect on their own actions and are prepared to take 
responsibility for this (Line 624). They appreciate that they sometimes get it 
wrong and are prepared to make amends (Line 633). I think this will help with 
relationships with children and provide them with a good model of behaviour. 
In both Interview 1 and Interview 2 the supervisors were able to identify a wide 
range of individual and team skills that are required. This isn't reflected in the 
literature that I reviewed in preparing for this research. There was a lot about the, 
'lacks', though. I was a little surprised that the supervisors were so easily able to 
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identify their skills because when I have talked and worked with them they have 
seemed rather modest usually. I think they may have felt more comfortable doing 
it on this occasion because they were able to talk about their skills almost 
tangentially during the interviews. 
Role of parent and role of teacher 
They call themselves, 'in-betweenies', (Line 155). They have to reflect on both 
the parent and the teacher role and judge how to respond to children and 
situations. I can see what they mean but does this leave them (and others) with a 
feeling that they do not have a distinct role, neither one thing nor the other? 
Alternatively it might be because they are, 'in-betweenies', they are able to gain 
access to the lunchtime world of the children. More closely defining their role 
could restrict their opportunities to be, 'in-betweenies', with unique access to 
children's world. 
It is suggested that in managing children's behaviour the supervisors use their 
personal parenting skills (Line 496) but another rightly pOints out that the 
lunchtime context is completely different so it must be more than parenting. 
Conflicts 
Line 199. ' ... you have to be watching all of the time .. .'. ' ... sweep around with my 
eyes', (Line 199, 212). There is conflict though between trying to do this and at 
the same time play with the children. At the least they need to communicate to 
the children that they are there and are aware of what is going on. They are in 
control. Earlier I made a point about the tall order of things the supervisors have 
to do and be during the lunch hour. This must surely bring some conflict and I 
haven't yet established how they resolve this, or even if they do. 
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Earlier I said that I have an image of a battle field and there is a lot that the 
supervisors say that make me think it is like two armies pitting their wits against 
each other. On the other hand they talk a great deal about positive relationships 
with children, respect and about nurturing and caring for children. They want 
children to be happy. I'm not clear if these two images of battlefield and nurture 
conflict or complement. 
Watching 
The visual language used in Interview 1 is used again. Line 217, ' ... you've got to 
watch for that' . 
Line 301. 'We do need to see them though, it stops problems'. 
Line 311. ' ... and we could keep an eye on things'. 
Is being able to see everything that the children do linked to having a sense of 
control over them? Being 'in charge'. 
Line 594. ', .. catch a few eyes'. 
Line 603. 'I tend to stand and sort of watch, that seems to do the trick'. 
In offering guidance to the buddies the supervisors suggest they, ' ... keep an 
eye .. .', (Line 764) and, ' ... see if they can help', (Line 765). 
Line 801. 'You've got to be constantly watching. 
Line 803. 'Eyes everywhere'. 
Line 805. They introduce the concept of acceptable and, 'understandable noise 
levels', 'You've got a tuned ear as well. You pick up when something's not right. 
if they're too quiet, or if there's a particular squeal'. My view on this is that the 
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supervisors have an intuitive understanding of the lunchtime that develops with 
experience. They can see and hear things that mean something to them 
because they have an insider's knowledge of the children's lunchtime world. 
Line 818. I think it is important too that the children realise the supervisors are 
insiders with an understanding as this maintains some order, 'I think they need to 
know, the kids, that we're looking at everything. It's no good being busy', (Line 
818). 
Reflecting and Consulting with each other 
When taking about the control of children using the junior toilet an alternative 
suggestion is made and a supervisor responds, 'I hadn't thought of that', (Line 
312). This implies that they haven't had chance to talk about this issue and find 
an alternative solution. They present as a supportive team and they want to work 
together as a team but do not have opportunity to really develop as a team. If 
they did would it make them more assertive to challenge and make suggestions 
because they would be a more united group? 
Although they are a reflective group they acknowledge that thinking is hard (Line 
992). It is a skill and I think that having some means of facilitating this would be 
helpful for the supervisors. The supervisors end Interview 2 by talking about how 
they have found the experience of having time to think and talk enjoyable and 
helpful (Line 1237). Their engagement and their openness to listen to each other 
and reflect on their practice and their honesty has been a delight. It convinces 
me that they have much to offer, if only they were given the opportunity. 
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Specific issues 
The supervisors briefly mention specific issues of socialisation and friendship 
problems (Line 217) and potential for bullying in quiet corners (Line 224) and 
older children bullying younger children (Line 1027). This is a passing reference 
and comes across very much as something they are aware of but which does not 
form a large part of their daily duties. 
They seem to be of the view that lunchtime behaviour is not a significant 
concern. This is contrary to some of the literature that I reviewed. Perhaps day 
by day in many schools things are okay at lunchtimes but some research tends 
to highlight the infrequent instances of poor or dangerous behaviour and colours 
perceptions that are formed about lunchtimes more generally. Difficulties in 
managing large numbers of children and the potential consequences of not doing 
this well could cause adults to be particularly anxious about poor lunchtime 
behaviour. 
Quiet children are spoken of and the supervisors needing to be accessible to 
them also (Line 820). 
Friendship problems and having nobody to play with is mentioned briefly (Line 
994). 
Line 1000. Football is viewed as, ' ... a bit of a problem, as usual', with bigger 
ones, • ... hogging it'. 
Control 
Line 459. 'Showing them who's boss'. Line 461, · ... you being the top dog, or such 
like'. 
355 
'You can't show them a weakness. They sniff it out and they go for it', (Line 462). 
Line 464. 'They do the same with the teachers'. 
This all suggests a battle between children and supervisors and children and 
teachers that is almost animal like and predatory. 
Line 654. 'Again it's letting your presence be felt'. 
Moving around and surprising children means they need to be on their toes and 
think a bit more before they get into bother (Line 657). 
Related to supervisors being in control they suggest they need to be because 
otherwise children would be, ' ... Iikely to get up to mischief, (Line 823). In 
Interview 1 however they suggested adults should trust children to make the right 
choices. It is possible that what they are saying is we should trust children to 
make the right choices about risky matters but that mischief is a normal part of 
childhood and is about testing boundaries, taking small risks and having fun. 
Certainly the background literature supports this view. Children may engage in 
risk taking behaviour to test situations and to learn from them. Further the 
background literature review argues that adults encourage children to direct their 
own play only if it fits with what adults regard as being socially acceptable. 
Year 5 and 6 children are considered to think they are, 'top dogs' and, 'rule the 
roost', (Line 1015) but the supervisors claim that, ' ... it's us that rules the roost', 
(Line 1017). 'I suppose without them knowing it really we have to let them know 
that it's us that's in charge like', (Line 1020). The supervisors really need to have 
this sense of being in charge and they need others to know this too. It's as 
though the supervisors and the older children are vying to be the one in control. 
Perhaps it's because in the, 'pecking order', of the school system the supervisors 
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are simply one step up from the children, or this is how it seems to the children 
and to the supervisors. Again this was discussed in the background literature 
review in that games are an arena where opposition is expected to test and 
realign social identities. 
The supervisors defend their right to be seen to be in charge by saying it's about 
being fair and ensuring that everybody has the right to ,'Be able to have a go at 
whatever they want', (Line 1025). 
Although they are very keen to communicate that they are in charge they are 
limited as to what sanctions they can impose and this. does not support the 
notion that they are in charge. 'I mean we're in charge so we should let the 
children know that we sort out problems', (Line 1123). 
But there is uncertainty about who is in charge when teachers are around (Line 
1190). I wonder if the teachers feel equally confused. The supervisors said 
earlier that the children are unclear. 
Space and Ownership of space 
Space to play is a valued resourced (Line 294. Line 315). 
Although the children have space, the dominance of football by the bigger boys 
is commented on (Line 316). It is as though the bigger boys have ownership of 
the game and the space and can decide who is included and who isn't. How do 
the boys manage to get this level of power invested in them? Why do the adults 
seem to accept that that's the way it is? Does this reflect our society? The 
teachers own the staffroom. Who has ownership of the dining hall - the canteen 
staff? The corridors - the teachers? If I'd asked, would the supervisors have 
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been able to identify areas in school which they felt that they owned and had 
control over? 
Space permits, 'bother', (Line 655) and makes supervision more difficult. 
Moving around retains some ownership of the space. 'They know there's no little 
corners they can hide behind because we might just pop up there', (Line 660). 
This is about control and behaviour management too. 
Timing and organisation 
Children knowing the routines and things going smoothly at lunchtime are 
important to the supervisors. The length of time for lunchtimes is considered to 
be right. 'To be honest if they had longer outside I think they might get a bit 
bored. And cold' (Line 371). I am perplexed by this as children enjoying free time 
and not having to be inside and working would have struck me as being 
desirable but clearly not. 
I wonder why they think the children would be bored. Is this because there are 
limited choices that the children can make at lunchtime or is it that the children 
can only amuse themselves for a limited period? Alternatively is it about the 
supervisors thinking they would be bored because they themselves wouldn't like 
lunchtimes to be longer? 'I couldn't cope with longer anyways', (Line 376). 
However they do think that more time would allow them to try different activities 
with children which would distract them from falling out or fighting (Line 378). 
There are contradictory messages being presented I think. The supervisors talk 
as though there are few behaviour problems but every now and then they say 
something which suggests that there are some behaviour problems. I do not 
know if this is because they want to imply there are no problems due to their 
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effective management or if the problems that occur do not dominate lunchtime 
experiences for children or for supervisors. Problems exist but they are not the 
primary focus of lunchtimes. 
Knowing and following routines helps have an okay lunchtime (Line 929). I can 
understand the desire for routines with so many children to get through lunch 
and with so few adults supervising. Routines can give a sense of security. 
Sometimes routines can also give a sense of power to some. The person 
supervising the queue has the power to let the children eat lunch now or in a 
minute. It also bestows some status on the child at the front of the queue. The 
child at the front of the queue may be in a privileged position to overhear adult 
conversation or enjoy a chat with the adult themselves. Possibly being at the 
front of the queue gives wider menu selection and might also mean that the child 
gets outside to play that little bit sooner too. Routines give order, security and 
power. The supervisors talk often about the smoothness of the routines and are 
obviously very committed to them because of the benefits to organisation but 
perhaps it's about their security and power too. 
Behaviour 
Line 399. 'If you shout and yell it doesn't get you anywhere'. In my experience 
shouting by supervisors has been raised as an issue yet they know it doesn't 
help. Also it can affect them, 'Aye, except your blood pressure goes through the 
roof, (Line 400). 
Behaviour management is about respecting children and keeping the relationship 
positive (Line 401) and sounding as though you mean it and showing that you 
care about them (Line 422). Short talking sessions are more helpful than going 
on and on, 'That's when you see their eyes glaze over and you've lost them', 
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(Line 406). Personally I'd like teachers and other adults to realise this because I 
think we do have a tendency to talk over much at children. 
The power of the audience is an issue and, associated with this, difficulties in 
managing a group of children, ' ... it gets out of hand', (Line 413). Although here 
the supervisors are talking about children's behaviour it does make me wonder 
about the power and influence of the audience and peers generally on play. It's 
about a group creating the lunchtime culture. 
They are clear about rules and how they must be sensible and understood by 
children. They observe though that, 'Rules are for breaking aren't they?', (Line 
427). This implies that children will challenge rules and adults expect them to 
break them. Is there something of a battle for power around rules? 
Line 434. 'They didn't even enforce it after the first couple of days'. I presume 
that, 'they', refers to teachers. So who owns these rules and who has 
responsibility for enforcing them? It's almost as though the supervisors take 
some pleasure in children challenging arbitrary rules that have been set by 
teachers. 
There is a lack of confidence in dealing with incidents (Line 443). Usual 
strategies of talking and distraction may not work in certain situations, such as a 
fight (Line 449) and with certain individuals. 'It's the ones that look you right in 
the eye and thereis no fear in them', (Line 453). Should the children have a 
sense of fear? 'They wouldn't dare', (Line 489). 'I don't get any cheek now. 
Nobody sets cheek to me', (Line 536). It's about a challenge between children 
and supervisor and the supervisor is proud that children do not challenge. What 
would happen if they did, 'dare', or, 'set cheek'? Surely the children know there 
isn't much that could happen to them. The children may have established that 
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they do not behave in a certain way with certain supervisors. I wonder what it is 
about those supervisors that makes them not, 'dare', or, 'set cheek'. Is this the 
inner confidence that the supervisors talk of? Is this also about the children and 
supervisors coming to some agreement that it is understood they behave in a 
particular way for some supervisors but not others? 'I guess the kids know where 
they stand with you. You've never taken any nonsense off them', (Line 492). 
They seem to want training on safe physical intervention and worry about 
accusations made against them (Line 473). I assume then there are enough 
times when they have to physically intervene to warrant a request for training. 
This surprises me as until now there has not been a lot of suggestion that 
behaviour at lunchtimes and the management of this is such an issue. Are they 
becoming more relaxed and open and starting to reveal more of what goes on or 
are they simply making suggestions for training that might be useful. I really do 
not know. 
Line 485. They discuss a group who hang around the bushes, 'I just get a 
mouthful or they ignore me but they don't with her'. Children behave differently 
with different supervisors. At least the supervisors can talk about this, which is 
very honest and supportive. 
Potential for bullying is remarked on (Line 660). 
Children engage in tale telling (Line 705). 
Line 751. 'Most of what goes on between children is minor stuff, and they can 
resolve things very easily'. 
They say they want children to get on and play cooperatively, 'Most of them, do 
really most of the time', (Line 939). So this suggests that behaviour isn't a 
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significant issue for large chunks of time. I suppose that if in a day there has 
been one argument to sort out this would colour perceptions of the day. It's hard 
to get a perspective as to what is going on but I know from the observation that I 
did the general behaviour seemed to be acceptable. 
Supervising the junior toilet door takes time and the supervisors have identified 
that the children make a game of challenging this by trying to get in. Could it be 
that this is something the children and supervisors share an understanding 
about? Is it usual for children to try to challenge something about the school 
system and that unintentionally setting up minor situations that challenge is a 
way of controlling this urge that children have to challenge? What I mean is that 
if children spend their time having fun and gaining a sense of achievement for 
having beaten the supervisor by getting in to the toilet it means they haven't 
gained the same pleasure from challenging something that has the potential to 
be more serious. 
Shared understanding 
Line 444. 'Sometimes I think you know something is going to blow .. .'. The 
supervisors can read the situation. 
Line 589. 'I know that group right, and you can tell, they've got a look, or a way of 
walking and you know they may be about to start something'. 
Line 593. Making yourself known and being a presence is a way of dealing with 
potential incidents. This strikes me as the children and supervisors reading each 
other and knowing what each is about without necessarily having to say 
anything. 
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Sometimes that have to explicitly say to the children though, 'I know what you're 
planning so don't even think about it', (Line 617). They are clearly 
communicating to the children that they have an understanding of their childhood 
lunchtime world. 
Line 620. 'They think they know us but we can read them like books'. Line 987, 
'They read us like books'. 
I'm not sure what to make of the statement, 'We got on with our jobs and the 
children got on with what they do', (Line 926). It's as though they exist in parallel, 
each doing their own thing. But, this isn't what is suggested by so much of what 
the supervisors have said at other times. They have talked about the shared 
nature of lunchtimes and about them being facilitators. Perhaps this was a simple 
turn of phrase that doesn't mean anything. It may be that in developing a shared 
understanding the children can get on with what they want to do within the 
agreed unspoken parameters. This is a problem with analysing the interviews as 
there is a tendency to try to read something into everything that is said but we do 
at times all offer flippant remarks that have no underlying meaning. I might also 
neglect to analyse other statements where there is a deeper meaning and this 
worries me. 
Line 934. 'They know what we want'. This is explicitly saying that the children 
know the supervisors' agenda. When asked how they reply, 'They just do', (Line 
943). They say they remind them but it's interesting that the supervisors think 
there is a shared understanding between them and children. 
When questioned further about this they find it hard to say how the children know 
what the supervisors want of them and of the lunchtime. It's unspoken 
agreements and some of it is about children seeing what goes on and learning 
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from this (Line 960). Some of it is about reading the non-verbal cues from adults 
(Line 976). They even suggest, 'Some must be born knowing it', (Line 952). 
However it happens the supervisors are clear that children have an 
understanding of what supervisors want and they imply that the children fulfil this 
to some extent. So not only do the supervisors have an understanding of the 
children's lunchtime agenda but the children also have an understanding of the 
supervisors' agenda. The two agendas must have some coherency otherwise 
the lunchtime would be a scene of conflict. There must be some compromise too. 
What I find interesting is that there isn't explicit discussion of this and agreement 
as to which parts the adults will compromise over and which parts the children 
will. I assume it is something that evolves over time. This requires, I think, open 
and flexible adults who are sensitive to the needs of children. With such a 
relaxed approach to the appointment of supervisors and a lack of on-going 
appraisal, it must be sheer luck that it works out reasonably well. 
The problem lunchtimes that are discussed in some of the literature might occur 
partly because of conflict between the two different agendas and an 
unwillingness to be flexible. It might also be about having a dispirit group of 
supervisors that do not have a shared understanding of the lunchtime agenda 
and that do not have the qualities of a, 'team', to explore this in a trusting and 
supportive way. This is making me think that schools should give much more 
careful consideration to the selection procedures and on-going professional 
development to create a more cohesive team of supervisors. 
Further, it might also be about teachers and supervisors not having a shared 
understanding of what lunchtimes are about and the what the role of the 
supervisors is (Line 1233). 
364 
Training 
My experience with supervisors has been that they are eager to learn. In the 
background literature I highlighted concerns about supervision at lunchtimes and 
how some pieces of research and certain national initiatives (such as SEAL, 
2003) promote some form of training to address issues such as the self-esteem 
of supervisors and reflecting on the purpose of lunchtimes. 
Supervisors in this study don't think that training would help. They learn from 
each other and this needs to be an on-going process. 'Learning with Nanny. 
Nelly', (Line 518). The supervisors really believe that you have to have done the 
job to understand the demands before you could train them. It is certainly a 
demanding job but are they right that you have to really understand the nuts and 
bolts of their job before you could offer training? I think this might be tied in with 
feeling unappreciated and ignored in the school system. They present as victims 
almost. Nobody understands their role but they are taken advantage of. Equally 
though they may not understand what it is like for teachers. 
Having been involved in a considerable training with supervisors the comments 
these supervisors are making have encouraged me to reflect on the style of 
training that I have offered. If I was to consider training now I would do much 
more observation and finding out what the strengths of the team and the 
individuals were. I would explore how they could support each other. I would also 
try to explore how communication might be improved. I don't know that I would 
need necessarily to do the job but I would observe and consult with them to get 
more of an idea. as to what it is like for the supervisors in individual schools. This 
has largely been the form of training that I have developed so it feels good to 
have this vindicated. 
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Impact on how children develop into adults 
As with being happy at lunchtime I was taken with the supervisors saying, 'Well 
that's right, you need to think about what you're doing don't you? Especially as 
it's children we're dealing with and if we get it wrong with them when they're so 
young it could have some impact on what they turn out like', (Line 646). In a way 
this touches on my interest in this research. I am interested in the impact that 
supervisors can have on children's lunchtime experiences. In making this 
statement the supervisors are saying it isn't just about the experience at that 
moment in time but how this shapes how they develop into an adult. They worry 
about getting it right. The background literature suggests that lunchtime play is 
about enjoying and coping with the present and preparing for the future but it 
doesn't single out the extent that supervisors are involved in this or how they are 
concerned with getting it right. 
Involving supervisors 
They seem proud of the buddy system and explain that it was a jOint effort 
between them and a teacher. 'We instigated this. We got it off the ground. With a 
teacher. We sort of organised it together', (Line 759). 
The School Council were involved but they do not know how (Line 761). It's 
disappointing that an initiative which they feel a sense of responsibility for has 
elements that they aren't involved in. Although they do not comment on it I think 
that their involvement with the School Council could be beneficial. 
They believe that their involvement in lunchtime initiatives is crucial to success. 
They say that they explain things to children too (Line 776). 'You're right. 
Sometimes it's when people don't tell us, or ask us, that's the problem', (Line 
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780). Perhaps the crucial factor is having the supervisors on board with an idea 
and without their support and encouragement an initiative may not be as 
successful. Thinking back to the literature it is suggested that supervisors should 
be involved and this seems to be confirmed in this interview. They say that they 
are there, every day and they have insider knowledge about lunchtimes (Line 
782). 
Informing and consulting with supervisors, even about information they need to 
have, is inconsistent. 'Hit and miss really. Some teachers will tell us things and 
some won't', (Line 906). The supervisors talk about needing to know about 
children's diets, behaviour, learning and home circumstances. They know though 
that confidentiality is important. 
The supervisors believe that they have a unique relationship with children. They 
spend time with them every day and they are committed to considering the 
needs of individual children. They believe that part of their role is about the 
children enjoying the present and preparing for the future. From this perspective I 
can understand why they would like to be informed about significant issues 
related to individual children and for there to be a system in place to ensure 
consistency. I do not know if they have tried to challenge this and if not why not, 
if they feel they can only do their job properly with such information. 
Purpose of lunchtime 
Line 854. 'They need to get out though don't they? To get rid of that energy'. If 
children are indoors due to wet play they are likened to, ' ... wild animals that's 
been caged', (Line 859). If they haven't been able get out their afternoon can be 
a, 'nightmare', (Line 856). This again suggests that what happens at lunchtime 
can impact on children's time in class afterwards. 
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Time for thinking 
I do think that the supervisors are reflective practitioners but time for this is 
limited, 'Well I've never thought of it before now. I'm only thinking now cos we're 
chatting'. (Line 864). If they had dedicated time to review their practice and 
lunchtime issues they would be able to engage more purposefully in reflection 
and solution focussed thinking. 
Conflict with Teachers 
I've called this conflict but I do not know if this is right. Is it about disappointment, 
or their perception of teachers, or something else? Certainly the supervisors 
have some issues about teachers. 
Earlier I said that the supervisors mocked the teachers. The first improvement to 
lunchtimes that they suggest when specifically asked would be teachers coming 
out just before the whistle is blown (Line 1033). I think they are very aware· of 
what they see as the shortcomings of teachers and the lack of support they 
perceive from teachers. 
There is confusion at the line waiting to go in about who is in charge - the 
supervisor or the teacher (Line 1042). The children are confused about this too. 
Improved communication and better relationships would resolve this because 
they manage it well between themselves. 
Poor communication is identified as a barrier to them being able to do their job 
well (Line 1078). They claim to have tried to speak up but say that, 'Well we've 
tried talking to the Head but she doesn't have the time or makes promises but 
nothing happens', (Line 1095). Lunchtimes and meeting with the supervisors is 
not a priority for the Head, they think, but they think it should be. Given the . 
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potential for difficulties at lunchtime and the possible spill over into lessons I 
would have to agree with them. Ultimately the Head has responsibility for 
children at lunchtime which she has merely delegated to the supervisors. 
Line 1190. 'Actually it bothers me when teachers come out and I do sometimes 
cringe when things happen .. .'. The supervisors feel that teachers judge them, or 
that they want to be seen to do a good job, or they want to impress, or not 
disappoint teachers. 
Rewards and sanctions 
Having discussed this in the first interview the supervisors realise they would like 
to be involved in rewarding children and would like to give out special assembly 
mentions (Line 1047). 
Line 1051. 'I think we should be able to take action as well'. This refers to 
resolving minor issues themselves rather than going through the Head. 
Line 1127. In my view they rightly observe that sending a child in is often not a 
punishment and they are frustrated that nothing seems to happen. The child is 
warm and gets attention from the secretary so it is positive attention and a 
reward for poor behaviour. This must undermine the supervisors' actions. This is 
something that they might challenge with increased confidence. 
Assertiveness and appreciating what they are capable of 
Although linked, I think, with their status and relationship with teachers I want to 
highlight how towards the end of the second interview the supervisors make 
statements that recognise the need to be more assertive. It is as though being 
involved in the interviews has been something of a journey for them. The journey 
has taken them along a path that has permitted them to value what they do and 
369 
the ideas that they have. They have said out loud things that they had previously 
done without thinking or talking about. They acknowledge that they get paid to do 
the job (Line 1137) and that they are adults (Line 1137). In talking about being 
more assertive they describe it rather like a battle plan, 'We maybe need to get 
her sat down and get her to listen to us', (Line 1143). 'Not just the Head but the 
teachers as well', (Line 1145). 'We need, us supervisors, we need to get together 
to decide what we want first. A united front so to speak' (Line 1146). It is as 
though they are going to have to be quite forceful to ensure they are heard. It 
has taken being involved in interviews for them to realise that they, ' ... could have 
it better' (Line 1162). 
General thoughts 
I have ideas milling around my head that aren't properly formed but I do not want 
to lose. There are assumptions made about supervisors in terms of their 
capabilities and relying on a common sense approach to the supervision of large 
numbers of children in a relatively unstructured situation in a context where the 
opportunities for learning through play and being happy are tremendous. Is it 
good enough to make such assumptions? 
Also there is a lot of confusion about the precise nature of their role. It's as 
though in the absence of clear guidance and regular review they are stumbling 
around, sometimes being like a teacher, sometimes being like a parent but really 
neither one thing nor another. However, they aren't complaining about lots of 
difficulties so this must work to some extent. There are tensions surrounding the 
sharing of some lunchtime experiences with children because they aren't 
children, they are supervising adults and I do not know if this blurs boundaries. 
Maybe not, maybe the children and the supervisors have an unspoken 
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understanding about how those boundaries operate, which is different to the 
boundaries they have with teachers. Perhaps this is the very special nature of 
the relationship that forms between children and supervisors during lunchtime. 
I am also developing an idea that the supervisors want to have control over 
lunchtime but because they do not have a sense of ownership this is hard for 
them. They need to be given permission and to be told that the lunchtime is their 
domain within certain parameters set out in a job description and through 
collaborative consultation with school staff. 
I'm confused about the issue of children's behaviour at lunchtimes. I think they 
have suggested there are some issues over children being rude to them, children 
falling out with each other and occasional physical contact (which mayor may 
not be a, 'fight'). None of this seemed to be a significant issue however and there 
was much about lunchtime that was so positive. Then later in Interview 2 they 
seem to imply that actually some children are particularly rude towards some 
supervisors and that possibly there is more physical aggression than I had 
previously detected. As I continue to read Interview 2 I began to feel that 
generally the behaviour of children at lunchtime is of concern. I do not know 
though if this is because we were talking about it and therefore highlighting some 
of the issues and not presenting a balanced view. I am interested to see what the 
analysis of the interviews looks like when I try to cluster the post-its and refer 
back to the interviews and this diary. Sometimes I get so immersed in reading 
the interviews and thinking about what is said that, 'I cannot see the wood for the 
trees'. A break is needed, often. 
I think the supervisors so want to do a good job by the children and they reflect 
on this a lot. They firmly believe that they and lunchtimes at school can have a 
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significant impact on children's experiences as children but also on how they 
develop into adults. They worry though about fitting in all of the routines and 
organisational things they have to do. They feel unsupported and unappreciated 
by the wider school system. It's a struggle for them and I do not know if they 
might feel frustrated because they think they could do a better job and be more 
of a positive influence if only they had the time and support. 
As an aside I've being reading in the interview about how the supervisors 
consider opportunity to playas a, 'need', for children. It is ironic that the very 
same morning a letter comes from the school that one of my children attends. 
'Our central purpose is preparing young people for life. We are determined 
to deliver excellent personalised education and development for every 
child. We are looking at longer learning slots to optimise student learning. 
To achieve this we are considering shorter lunchtimes'. 
This suggests such a lack of understanding as to what the purpose of the 
lunchtime is and what children need. I feel so frustrated. When thinking about 
learning and children's development the school think that lunchtime has nothing 
to offer. 
I have reached the stage now where I think that I have analysed the interviews 
but I know that I as move onto the next stage of clustering the post-its I will 
probably make further analytical observations and decisions. I know that I have 
to be careful to keep true to what the supervisors said. It would be easy to 
analyse so much that the outcome would be adrift of what was said or what the 
intended meaning was. Equally I know that because I am cautious of this I need 
to check that what I have done is analysis and not merely description. Qualitative 
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analysis takes so much time and this has really taken me unawares. I can spend 
whole days on just a few pages of interview text. 
Just to prove how topical this is I have just had a break and watched lTV's, 
'Loose Women'. Part of their discussion was the changes in society and how 
children's play in now restricted. 
So, onto the next stage. Clustering the post-its. 
Reflective Diary Part 3: Clustering Post-its 
Sorting into broad groups 
When I analysed Interview 1 and Interview 2 I wrote broad theme headings or 
phrases in the right-sided margins and put these to one side. There were 
therefore a great many of these in a pile. I stuck long strips of wallpaper to walls 
and, taking each post-it one at a time, I simply put the post-its onto the walls in 
broad clusters. I had for instance a group of post-its which seemed to be saying 
something about assumptions that supervisors make about children, another that 
was about knowing children and another about communication. I did this without 
thinking too much and made quick intuitive decisions. I took a photograph of this 
which I may use in the appendix as evidence of the process. 
Naming broad groups and re-sorting 
Once all of the post-its had been placed on the walls I looked at them a little 
more carefully and tried to find a word or short phrase that captured the essence 
of a group of post-its and I wrote these on to blank paper, which I then laid on the 
floor. With a little more thought I took grouped post-its off the wall and laid them 
on a paper, on what I thought were the most appropriate headings. As I did this I 
realised that the broad headings needed to be broken down more, for instance 
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the broad theme of, 'Taking the job of a supervisor', began to conceptually 
separate into, 'reasons for being offered it', 'reasons for taking it', 'motivation for 
keeping it'. 
What I noticed when I was doing this was how different the clusters looked from 
when I was analysing the interviews and writing notes in this diary. Also I found 
that alternative ideas would strike me. I think this is about seeing everything 
together and physically moving the post-its. It is the multi-sensory aspect of the 
analysis which brings a different level to it all. This confirms for me that it was 
right not to do the colour coding but to have much more physical interaction with 
the data. For instance looking at the post-its at this stage made me realise just 
how much they said about acting a persona as a supervisor. I was aware of this 
and have a heading for this in the diary but seeing the post-its and handling them 
makes this a more powerful theme. 'Acting a persona', may be important to the 
supervisors because they believe that children, 'read them like a book', and they 
have to be mindful to act as though they are confident and in control. This then 
ties in with the need to feel that they are, 'in charge', and that others should 
realise this too. Similarly the supervisors talked about what they saw as their 
role, which included practical duties. Having a lot of practical duties to perform is 
something that comes across in the literature. However, by standing back and 
looking at what the supervisors said this is only a small part of their story. 
Actually they are much more concerned with the nurturing aspect of their role. 
Again the dominance of this as a theme did not really strike me when I was dOing 
the initial analysis it's only now seeing and handling the post-its that it does. 
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Grounding (interviews) 
I am keen to make sure that the analysis is grounded in what was said but also 
grounded in how I have interpreted the interviews as detailed in this diary. So I 
checked the interviews again and trawled through, re-reading the transcript and 
looking at the margin notes to see if there was anything that had not been 
captured on the post-its or in the group names. What I found was that I felt I 
needed to write some additional post-its to capture ideas that were perhaps not 
as clear from the existing sets. 
I did this because there were parts of the supervisors' story that I felt weren't 
adequately reflected through the post-its and the sorting and grouping process. 
The supervisors talk about children needing to let off steam, being like caged 
animals if they do not get out and needing a break from the pressure of learning. 
I imagine children being like pressure cookers that need a release of pressure to 
calm. The supervisors say that children get this release by being outside and 
having freedom. I think the supervisors' views on this are significant as freedom 
and choice are characteristics of play identified in the background literature. 
The idea that they are, 'in-betweenies', neither a parent or a teacher is significant 
I think. I'm not sure if this is a problem. Perhaps they are not sure what they are, 
what they need to be or what they need to do. This something that I need to think 
about a little more. 
The joy of children and the joy of children's play is a strongly positive theme that 
they talk about. There is a pride in how well they do their job. They present a 
generally positive lunchtime experience with a balanced view that some days are 
better than others. 
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I was a little surprised how much they express assumptions about the age of 
children, more so than gender. 
They do not describe as many behaviour problems as I might have expected. 
They say that just one incident can taint the day. 
There are a number of battle and army references (for instance battlefield of 
playground, military exercise and being one step ahead). 
Knowing and seeing children is vital to supervisors. 
In talking about the shared lunchtime world the supervisors feel privileged to be a 
part of the child's world and try to respect this and avoid exploiting it. 
They are resigned to feeling put upon and unappreciated. They want to be left to 
get on with their job but feel powerless to change anything or be in control. There 
is a sense of dejection because they feel they have tried to consult and to 
change but it has been fruitless. 
Gut feelings and learning intuitively from experience is a strong theme. 
There is some inconsistency. For instance they talk a lot about teachers which I 
have interpreted to reflect conflict. However they also claim that teachers are 
approachable and they feel part of the school. They say if given the opportunity 
of a miracle they wouldn't change anything. Yet they had identified issues over 
time pressure, confusion over the precise nature of their role and conflict with 
teachers. I am surprised they wouldn't like some of this to change. 
The, 'team', is a particularly strong part of the supervisors' story. What I am not 
clear about is why this is so strong. This may be due to feeling they have to rely 
on each other because there isn't anybody else. It may be due to having a 
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shared vision. Binding together as a team may support their individual self-
esteem. 
They offer an insightful view into the likely success of change which depends on 
involving others and setting things up properly. 
These ideas, and others, are things that I need to think about more and will 
hopefully be addressed in the discussion. I may even write more in this diary to 
help me to clarify my thoughts. 
Grounding (diary) 
I noticed some anomalies between the diary headings that had been written on 
the post-its and the interview transcript headings. For instance 'Happy' was a 
post-it heading from the diary that had not been listed in the right sided margin of 
the interview transcripts. Children being happy was explicitly but only briefly 
mentioned. However, I felt that the way this was talked about explicitly and 
alluded to during the interviews warranted being included in the sorting and 
clustering process. There was also a heading about the lunchtime world being 
closed to the researcher and although I included this as a post-it for sorting I do 
not think that it was a Significant idea that the supervisors talked about when 
sharing their story. Certainly they think that the lunchtime world is closed to 
parents and teachers and this is a significant feature of their story. 
I took a photograph of the papers on the floor and I also photocopied them, but 
I'm not sure if I will use them. 
Clustering 
At this stage I had pieces of paper all over the floor with post-its on them. I 
looked again and began to cluster them together. This was so hard though. I 
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could easily have had 'Conflict' as a major cluster with lots of subordinate 
clusters related to conflict. There seems to be so much conflict. For instance I 
had conflict with, amongst others, teachers, conflict between watching and doing, 
conflict caused by time and conflict with the Head. I have to be honest here too. 
Part of me worried about declaring lunchtime to be a mass of conflict of one form 
or another. I know if this is the experience of supervisors then this is what I need 
to present. However I want to look beneath this a little bit more and explore what 
might be underlying the conflict. This could be a lack of clear guidance on what 
their role entails. Because of this the supervisors may be inclined to seek 
security in routines and good organisation, which may in tum put pressure on 
them because there is so little time to get through everything. It's as though one 
conflict feeds another. 
This clustering took some time and repeated attempts. I would do it, then leave it 
for a day and come back to re-consider. I found this made me more open to new 
insights. I also found that I would come back to the clusters and ask questions. 
Does it make sense for those to be clustered together? What is it that cluster 
saying? Does that cluster convey what the supervisors talked about? Does it 
reflect my interpretation of what was said? For example I clustered together 
group headings of 'lonely team', 'unappreciated', 'needing to be needed' and 
'expectations of their role'. I was not sure if feeling unappreciated was more to do 
with the self-esteem of the supervisors than being unsure of what their job 
entailed. What I did not have together was, 'ownership and a need to be in 
charge', with, 'routines'. On the second clustering I thought that adhering ·to 
routines may be about a control issue or it may be about being unclear about 
their role so they were clinging to routines for a sense of security. Thus at the 
second stage I was not yet sure which cluster routines would best fit with. 
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At a later stage a cluster of Communication included relationships with the Head. 
However, when I reviewed this I did not think that the supervisors had been 
telling me that because of poor communication their relationship with the Head 
was poor. I was finding therefore that whilst clustering seemed to make sense at 
the time of doing it I really did need to repeat this process and question what I 
was doing much more. 
Ultimately I have to reach the point where I realise, 'that's enough'. I need to 
avoid 'theoretical saturation', when additional analysis no longer contributes to 
discovering anything new. I'm not there yet though because when I go back to 
clustering I realise that I've put something where it doesn't seem to make sense. 
The clustering continues. I have taken a few photographs to show some of the 
different cluster attempts. I may not use these but just wanted to have them in 
case evidence was needed. 
When I cluster a group together I am finding it helpful to read what is on the post-
its too. It may be that the group name that I assigned doesn't quite fit what that 
group of post-its are really saying. Or it may be that one of two of the post-its that 
I have assigned to that group now do not seem to fit. For instance I had, 
'behaviours', as a group. At an early stage I had this as a conflict. When I looked 
at this again and referred back to the interview transcripts and the diary I realised 
that the supervisors were saying those things had to be managed. They were 
also saying though that much of the behaviour was within the bounds of what 
they considered to constitute a, 'normal', part of behaviour and was related to 
children achieving a sense of self and independence. Some of the behaviour 
post-its though were about individuals challenging the systems a little more so I 
moved this to a group saying something about challenging the ownership of 
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lunchtimes and also to another group about assumptions that supervisors make 
about children. 
I do find that some things could easily be placed in more than one cluster. For 
example the supervisors talked of football dominating the space so I put this in a 
cluster about things that need to be overcome for the supervisors to achieve a 
sense of ownership of the lunchtime. However, when I re-read the interviews 
they were talking about children using football as a means of developing their 
identity and relating with each other. So football was put into both clusters 
(challenges and autonomy and agency). I think this reflects that the .supervisors 
are part of an interacting system which is something that I discussed in the 
literature review. 
In the middle of all of this I have realised that I have subsumed, 'communication', 
into clusters. For instance at one stage I had a cluster that was about respect 
and relationships that included communication. At another stage it was in a 
cluster about self-esteem. As I have re-visited the interviews and diary I am 
realising that this doesn't do this issue justice. Communication was actually a 
very significant issue for them generally. I think that it warrants being a cluster in 
its own right. 
Theme names for the clusters seem to have come quite naturally and are really 
common-sense. 
As I am getting closer to a final list of themes I have tried to map it out. My IT 
skills really let me down though. That and the IT software that I have. I have tried 
so many times to map out models only to find that I cannot move boxes of text 
where I want them or the map looks too busy, or graphics move around when I 
add additional text. This is so frustrating and it's interfering with my thinking. 
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I have decided to type out each theme, cut them up and then lay them on the 
floor. It's what I did with the post-its, this manual sorting, and it worked well for 
that. I need to handle the data and see it. Then, when I think I've got there, I will 
try to master the IT. 
I've got to be careful because I am trying to tidy it all up by putting structures and 
additional headings in the clusters. I know that what I've just spent a couple of 
hours doing may look nice but it has moved away from what the supervisors 
said. It could be so easy to do that so I have .to keep looking back at the 
interviews and this diary and checking the post-its too. I have for instance begun 
to think that the clusters are not really reflecting the sense that the supervisors 
were giving permission (Le. we let them). Also I have immersed the notion of, 
'power', into the clusters but perhaps it needs to be a cluster on its own, or more 
clearly combined with another. 'Needing to be needed', is now in with self-
esteem but again I think it was a more prominent feature of the supervisors' story 
such that a separate cluster would be warranted. Finally there is the issue of 
collusion, created by being an, 'in-betweenie', and sharing the world of the child. 
I need to go back though and check is this is really what the supervisors 
described. 
After much moving of bits of paper I am getting to what seems almost there. I will 
return yet again to the data to check. First stage of checking was to look at the 
group names and see if each of those is covered by a theme name. Then, look 
at all of the individual post-its and check that they are covered by the themes. 
Then look at the Reflective Diary. Returning then to the interview transcripts to 
check with the left and right margin notes and the interviews themselves. It's a 
sort of forward and backward chaining exercise. I know I am being thorough and 
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this is taking a lot of time but I am concerned with remaining true to the story that 
the supervisors shared with me. I think it will be worth it in the end. 
It's a salutary lesson really to check back as I did. I did think that there were parts 
of the supervisors' story that weren't adequately reflected in the clusters, or were 
in the wrong cluster, or should be in more than one cluster. For instance the 
supervisors made assumptions about children wanting to help and this directs 
some of their interactions with the children. This was not clear in the clusters that 
I had. Similarly, 'routines', is clearly in the clusters but not, 'rota', which was a 
significant part of their story as, I think, this was something that had been within 
their control. Other elements of the story that I thought weren't adequately 
reflected in the existing clusters was the supervisors' openness to change and 
consider new ideas, their belief that they are role models to the children. the, 
'unique', relationship they have with children, the strong team identity, their 
willingness to understand each other's strengths and weaknesses, and work 
around these, their perception of the playground 'battlefield' and the they / us 
divide between them and teaching staff. 
Although teachers and the Head Teacher were listed as subordinate themes in 
the clusters I did not think that this really communicated what the issues were. 
When I re-considered the data the supervisors' story was about consultation, 
collaboration, communication and understanding each other's role. 
Furthermore I felt that I should rename some of the other themes to make it a 
little clearer as to what the supervisors were communicating in their story. For 
example, 'communication systems' in the 'Communication' theme is actually 
about there being inconsistent systems. 
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Life has taken over again so I have had a short break (two weeks) from the 
research. Also, I realised that I was getting bogged down again and need to 
refresh myself and my thinking. 
Quite by chance a thought struck me today. I have been pulling together all of 
these interesting themes, one of which is about children's autonomy and agency. 
I've realised that quite simply this is what the lunchtimes are about for the 
supervisors too. If I am using IPA to understand their experiences and how they 
make sense of their experiences I need to be clear with myself that this isn't just 
about what is going on for the children and the tensions etc. The main thing I 
think (at the m~ment at least) is that lunchtimes are about how they feel about 
themselves and their autonomy and agency - this is what is underpinning their 
experiences of lunchtime. So we have a group of adults trying to find their way 
around their own autonomy and agency whilst at the same time trying to facilitate 
children developing their autonomy and agency. Is this possible I have to ask 
myself? Or do the supervisors have a shared experience with the children about 
how it feels to have limited autonomy and agency and therefore the empathy is a 
positive feature and strength. It goes around in circles in my head. What if the 
supervisors cannot really facilitate the children's autonomy and agency because 
they themselves haven't achieved it - where does this leave the children's 
experiences and what are they really gaining from the lunchtime? I need to think 
about all of this a little more. 
I am busy writing the results and discussion section. This is a fascinating 
process. I thought that I had identified the main themes and the sub themes. I 
have checked, and re-checked the interviews and this diary. I have checked that 
the themes are grounded in what was actually said. Then when I am writing up 
the results and use those themes and sub themes as headings I come to realise 
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that actually there are some that cannot easily be supported by quotes from the 
interviews. For example in the Learning theme I have put a sub theme of 
'Support for teachers' but when I refer back to the interviews and the diary the 
supervisors do not really talk about their role in supporting the role of teachers in 
relation to children's learning. They do think they have a part to play in children's 
learning, but they do not say this is about them supporting the teachers. It's a 
subtle difference but important I think. It says thejr priorities are about the 
children directly. 
Realising that sub themes may not be easily supported by quotes doesn't 
necessarily mean that I've got it wrong because the sub themes may well come 
from my own interpretation. It does mean though that I need to re-check and be 
very careful about the results that I am presenting to be sure they reflect the 
supervisors' story and my interpretation is grounded in the interviews. 
I am finding that some of the sub themes are so closely connected that they can 
be compacted a little more. For example in Autonomy and Agency I have 
separate sub themes of 'happy', 'emotional resilience and confidence'· and 'self-
esteem' but I think that in the interview these are actually talked about in the 
same way so I will merge them together. 
I also find that where I have included some sub themes in a number of main 
themes this actually makes the writing up more difficult so I need to make a 
decision about where each sub theme best fits and then perhaps refer to it briefly 
when writing about other themes. Having done the analysis I thought the writing 
up would be easier but it has surprised me how the analysis is actually 
continuing and the writing up is as challenging and as time consuming as the 
analysis itself. 
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As I have been writing up the account of the supervisors' story I initially found 
that things were literally all over the place, for instance I was working with 11 
themes, a number with 15 or so sub themes. Information was duplicated and 
actually it did not make sense. There was not a coherency in what I was doing. I 
stepped back from it all again and tried to think about what it was those themes 
were actually ·saying'. It came back to the idea of the supervisors wanting to be 
independent and in control of lunchtimes. It was about their self-esteem and their 
status. It was also about how the supervisors felt lunchtimes were about the 
children playing and learning to be independent, now and in the future. This of 
course is about autonomy and agency for both. Then the structure started to 
make sense. The analysis and the Reflective Diary had identified factors that 
provided a conflict to autonomy and agency and factors that reinforced them. 
There are actually two main themes of supervisors autonomy and agency and 
children's autonomy and agency and each of these have challenges or 
reinforces (need to think of a better word). Each challenge and reinforcement 
has a number of factors. When I look at it like this the writing up more naturally 
falls into certain sections - not all of it and there are still some overlaps and 
contradictions but this is okay and it is making more sense. 
385 
Appendix 2 
Background on the School in the Preliminary Study (School A) 
In preparing for the main study an initial study was undertaken to refine the 
selected methods. This preliminary study also provided an opportunity to reflect 
on how a semi-structured focus group interview would facilitate supervisors in 
telling their lunchtime story. 
The details of this study are provided here. 
The aims of this study were to provide opportunity to practice the interview 
technique, have some notion of the likely time required, and to become familiar 
with the recording of interviews. I was also interested in receiving feedback from 
the supervisors about how they had found the process. I wished to know if the 
group interview allowed them to talk about what they wanted to i.e. did it allow 
them to share their story. Due to my previous experience of conducting lunchtime 
observations at schools I did not observe at lunchtime as part of this preliminary 
study. 
At this stage the intention was not to analyse the interview. 
Information on School A 
The initial· study was conducted in Carlisle, North Cumbria. It was at mainstream 
state school for girls and boys aged from 3 to 11. There were between 150-170 
pupils on roll. The school's catchment area is socio-economically well below 
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average, which is reflected in the fact that more than half the pupils are eligible 
for free school meals. More than a third of pupils have special educational needs 
mainly related to their learning and/or social and emotional difficulties. Almost all 
the pupils are White British. The 2006 Ofsted report considered it to be a 
satisfactory, but improving school. 
Implementation of Preliminary Study 
The school was one that was I was familiar with. I had previously worked with the 
four supervisors on a lunchtime project. I had developed a good rapport with 
them as a consequence. This rapport was considered to be important as their 
views on the interview process would be sought. Also there was an acceptance 
that this initial study was specifically arranged to benefit me as a researcher and 
might not necessarily be of benefit to the school or to the supervisors. 
I prepared some questions that might be posed during the interview. These were 
based on my previous experience of working with supervisors. The aim was not 
to have all questions answered, but rather to gain an impression on whether 
such prompts might usefully engage the supervisors. It also meant that I could 
make judgments about how relevant such questions seemed to be to the 
supervisors. 
Having gained consent, I met with the supervisors as a group to conduct the 
semi-structured interview. Handwritten notes were taken during the interview to 
record subjective comments about the interview process and the responses of 
the supervisors to the questions. Other general comments made by supervisors 
were similarly written down. At the end of the interview (and following a comfort 
break) I chatted informally with the supervisors and asked them to reflect on their 
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experiences of the interview. I asked for their advice about how it could have 
been improved. 
From conducting this preliminary study important considerations were raised, 
which would inform the way in which the main study was conducted. These 
included primarily: 
Informing the Main Study 
Timing 
I found the interview might take between an hour and an hour and a half. I 
realised that I needed to make a judgment as to when the interview had come to 
a natural conclusion. 
Comfort 
Having a suitable room and refreshments made the interview context more 
conducive to conversation. 
The value of building rapport 
Rapport, power and self-esteem issues are considered to be potentially 
significant issues in this research and for lunchtime supervisors more generally. 
In this preliminary study the supervisors were already familiar with each other 
and with me. Rapport was therefore easily established. However, I did not take 
such matters for granted and tried to ensure that during the interview emphasis 
was very much on what the supervisors wanted to say. My role was facilitator. 
Following the interview the supervisors were asked directly about my manner, 
and how this might be changed to allow other supervisors to feel at ease. The 
supervisors confirmed that I seemed genuinely interested, was friendly and 
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sociable. They observed that there was no jargon used, which was appreciated. 
They did not feel that there was something in particular that I was hopin~ they 
would talk about. This permitted them opportunity to talk about what they were 
interested in. The supervisors said that they were comfortable chatting in the 
interview. They did not feel judged and were confident that confidentiality would 
be observed. The supervisors said they were aware however that I would help 
them to remain focussed. They were confident I would ensure that everybody 
had opportunity to share their views and would manage the time. The feedback 
was therefore positive. This encouraged my confidence in working in this way 
with other supervisors. 
Establishing protocols and the need to manage the interview 
Various interview protocols and boundaries were agreed before the interview 
began (such as confidentiality, mutual respect, finishing on time, etc). I also 
made it clear that the views of everybody were of interest. Sensitive 
management was used to curtail some of the discussion, to manage a more 
dominant member and to encourage everybody to speak. I felt that this was 
managed well, and did not interfere with the conversations. 
Recording the interview 
I attempted to make written records of the interview but this proved to be very 
challenging. On reflection it was not done well. I was making intuitive, on the 
spot, decisions about what to record and what to exclude. The interviews were 
also digitally recorded and this was easy to manage and effective. The 
supervisors said that they forgot it was recording so did not restrain their 
conversation. Some brief and informal written notes were also made about my 
subjective views on the feel of the interview. This was relatively easy to do but on 
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reflection it may have affected the power relations. I may also have appeared to 
be a little removed from the conversation. 
Interview Questions 
The questions that were asked of the supervisors prompted discussion. The 
supervisors though also took their conversation in other directions, sometimes 
inadvertently answering questions that had been prepared anyway. When shown 
the questions following interview, to seek their views on relevancy, the 
supervisors confirmed that the questions appeared to be appropriate. They said 
they were easily understood and covered the main issues they would anticipate 
as being important to supervisors. Suggestions were asked for additional 
questions but none were offered. 
Understanding the context 
Some of what was discussed in the interview was closed to me because of 
unfamiliarity with the context. Discussion about specific areas of the playground 
for instance was not fully understood. Also, on reflecting afterwards, I wondered 
if there were things about the supervisor practices which they did not think to 
mention during interview, for whatever reason. This convinced me that 
observation at lunchtime could provide a joint reference. 
Lunchtime supervisors' storv 
I had anticipated that there might be some initial discussion about the 
convenience of the role of the supervisors, and indeed this is what happened. 
But fairly swiftly the supervisors begin to portray an image of the role as being 
multi-faceted. There was much about nurturing roles, supporting children to learn 
as they played, helping them to develop their social skills and identification of the 
390 
many practical duties that they have to do. There was also discussion of the 
tensions that surround lack of communication between them and other staff in 
school and the problems of behaviour management. This encouraged a sense of 
confidence that engaging supervisors in a semi-structured focus group interview 
would facilitate the telling of their story. 
Confirmation 
On the basis of my experience of the. preliminary study it was decided that: 
• It would be a case-study. The supervisors would be interviewed as a focus 
group. 
• The interview would be semi-structured, and about 2 hours would be allowed 
for the interview, to include informal chat. 
• The same interview questions that were used for the preliminary study would 
be used for the first interview of the main study. It was accepted that not all 
questions might be needed as the supervisors would be at liberty to talk 
about what they wished to discuss. 
• A room and refreshments would be provided. 
• There would be an observation at lunchtime, followed by a second interview 
with the same group. This would provide a joint reference and opportunity for 
further discussion. 
• The interviews would be digitally recorded. 
• I would manage the group interview in the same way as I did for the 
preliminary study. 
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Appendix 3 
Letter Informing Parents and Guardians 
The Head Teacher of the school in the main study wrote to parents and 
guardians to inform them about the research. This is the main body of text from 
the letter. 
Dear Parents, Guardians and Friends of xxxx School 
Enjoying Lunchtimes 
We are pleased to have a researcher working with our school this term. Mrs 
Debra Brewer is an Educational Psychologist who already works with us to 
support our pupils. 
Debra has invited us to be part of further research that she wishes to undertake. 
This will involve talking with our lunchtime supervisors about lunchtimes in our 
school. Debra will also observe during one or two afternoons to get an idea 
about lunchtimes in our school. 
This is a very positive opportunity for us at school to consider whether there is 
anything that we might do to improve the lunchtime experiences of our pupils. 
Debra will write a summary of the research once it is completed and this will be 
available in school should you wish to read it. 
Let me just reassure you; Debra will not be talking with or identifying any 
individual pupils. Of course, they may choose to have an informal chat with her if 
they see her on the playground. 
If you would like to talk about this research, with either myself or Debra, please 
do not hesitate to contact the school to arrange this. Alternatively you can 
contact Debra directly and her telephone number is xxx. 
Yours sincerely 
Name of Headteacher 
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Appendix 4 
Background information about Lunchtime at the School in the 
Main Study (School B) 
These notes were based on informal discussion with the Head Teacher and 
lunchtime supervisors. An observation at lunchtime prior to conducting the 
research was also undertaken. A sketch was made of the playground. Some 
photographs were also taken. These are re-produced here with the permission of 
the Head Teacher of the school. 
Lunchtime facilities 
The school and the playground are fairly typical of schools built in the late 
1950's. The school building is a long, low L-shape. This straddles the edge of a 
large tarmac playground which is at the back of the school. The playground is 
mainly rectangular in shape and extends to some depth and, in effect, produces 
two large playground areas. The playground area has mainly straight lines and 
few 'nooks and crannies'. An adult would be able to stand at a door to see most 
of the playground space. There are many windows over-looking the playground, 
including the staffroom windows. Entry onto the yard is via two main doors from 
the school building. A hand drawn sketch was made of the playground (Figure 
4). 
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Figure 4: A Hand drawn sketch of the school playground as seen from the rear 
of the building 
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The playground has: 
( 1 IiI \ ) ) 
• Some faded playground markings (for instance court markings, a numbered 
snake, a clock and targets on a wall), 
• A barked area of wooden balance beams. 
• A small area is set aside as a quiet area to play, and this has some bench 
seating. 
• There is also a reasonably sized playing field, which has some football posts 
(no nets). The field is bordered by housing, which is separated from the 
playing field by bushes and fences. To one side there is a public pathway, 
which is bordered by some overgrown bushes. This path is primarily used 
bringing children to school and collecting them again at the end of the day. 
The path isn't really on a route to anywhere else. To the other side, the 
grassed area extends to the front of the school building, which is fenced off. 
Access to the field is restricted according to weather conditions and the state 
of the field. ,This is communicated via a picture displayed in the staffroom 
window. 
The following photographs show some of the playground features. 
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Photograph 6: The playground looking back towards the rear of the school 
building 
Photograph 7: 'The football pitch 
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Photograph 3: The quiet area 
Photograph 4: A painted playground marking 
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Access in to school at lunchtime is restricted to toilet use. One of the doors is 
locked and the other is manned by a supervisor. 
There is some play equipment available to the children. This is brought out in two 
large bins. These contain items such as bats and balls, skipping ropes, balance 
balls and bean bags. There is no system in place for the use of this equipment. 
At the end of lunch children are requested by supervisors to help tidy up. 
The children are free to choose where they playas there is no age segregation. 
Activities 
Older children (mainly boys) tend to use the large tarmac yard (furthest away 
from the school building) to play football. If able to use the field, another football 
game, usually involving the older boys, takes place on there. There are usually 
other smaller games of football going on in other areas of the playground, 
particularly the yard area nearest to the school building. Other activities that 
children were observed to engage in during the lunch period included: 
• Walking around. 
• Talking. 
• Running and chasing games. 
• Role play games (e.g. heroes). 
• Dancing, singing and chanting games. 
• Games involving cards (e.g. Top Trumps). 
• Chess club (inside and supervised by a teacher). 
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• Netball club during better weather, when netball nets are wheeled onto the 
playground. 
Children tend not to make use of the playground markings. 
Wet weather arrangements 
During wet weather the arrangements are that children remain in their own 
classes. The supervisors walk between classes to supervise. Some teaching 
staff are also available. Classes vary as to what they might be permitted to do. 
Some classes have boxes of games and materials that they can use, and these 
are purposefully set aside for such conditions. In some classes children are 
allowed to use the computers. In other classes children are encouraged to read 
and use paper and pencils to draw. The children are not permitted to wander 
between classes. 
Dining Arrangements 
There is one large dedicated dining hall, which is not generally used for any 
other purpose during the school day. 
Children can select to have a school lunch or to bring a packed lunch. School 
meals are prepared on site and weekly menus are displayed in a prominent 
position in the school. Packed lunches are stored in trolleys in the dining hall. 
Trolleys are marked according to classes. There are about 50 children who 
regularly bring a packed lunch. Very few children leave the school premises for 
lunch, usually only if there is an unusual event (such as a dental appointment). 
Children who have packed lunches are generally encouraged to sit in a particular 
area of the dining room. 
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For the Reception class the lunch period begins at 11.45am and they are 
collected from their class by the senior lunchtime supervisor and walked, in a 
line, to queue at the door of the dining hall. A few children at a time are released 
from the queue to collect a tray to go to the serving hatch, or collect their packed 
lunch. 
At 12 noon a bell is rung to indicate the start of the lunch period for the 
remainder of the school. According to a rota, children come to queue at the 
dining hall door in year groups. The rota is displayed in school but the children 
appear to know when it is their turn to have 'first dinners'. Meanwhile other 
children can go out to play, until they are called. This involves a supervisor 
standing at a door to the playground and shouting which year group can come 
next. As with the Reception class, children are released from the queue to go to 
the serving hatch a few at a time. 
The tables and chairs are arranged in long rows and children can choose where 
they sit (packed lunches being in the special packed lunch area). The serving of 
meals is usually completed by about 12.30pm. Individual children may be 
delayed because they eat slowly or came into lunch late. 
The children are required to clear away their own trays, push chairs in, and then 
leave when they choose. Children are expected to go outside to play. 
A whistle is blown by a supervisor to signal the end of lunch. The children are 
supposed to stop. A second whistle is blown and they are then expected to walk 
toward the doors into the school. They queue here in class lines. It is expected 
that their teachers will be at the head of these lines, to supervise and to escort 
them quietly back into class. The supervisors are expected to support this 
arrangement. 
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Observations on behaviour 
During discussions with the Head and supervisors prior to undertaking the 
research they expressed the view that behaviour at lunchtime was not a 
significant concern. They reported incidents of low-level aggression (pushing, 
kicking, and jumping on top of other children).They feel however that there are 
some individual children who are often unresponsive to the usual range of 
behaviour management strategies. 
At this stage I also observed during a lunchtime and made some subjective 
observations about the children's behaviour. 
The supervisors seemed to know the names of most of the children and chatted 
informally with many. There were lots of mutual smiles. Supervisors appeared to 
have a positive and friendly approach towards the children. Verbal praise was 
offered but there were no tangible rewards. Verbal reprimand was the main 
sanction observed to be in use, often given quietly and privately, but not always. 
There were times when supervisors shouted across the playground at children 
and at times it was difficult for the supervisors to get their attention. The 
supervisors walked around the playground and the field to make their presence 
known. 
The children came to the dining hall queue in a relatively quiet and calm manner. 
On the whole the behaviour of the children in the dining hall was good, though it 
was fairly noisy and children were inconsistent about cleaning away their trays. 
Similarly when on the playground the behaviour of the children was generally 
observed to be acceptable. The main issues that supervisors had to deal with 
were complaints from other children about boisterous play, name calling, not 
sharing equipment and throwing bark. There was also considerable time spent 
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on keeping children outside of the school building. Requests to return inside to 
use the toilet were frequent, which in effective occupied one supervisor. The 
supervisor claimed to know which children genuinely needed the toilet and which 
ones would be likely to stay inside longer and perhaps misbehave. There was 
some desultory behaviour and some children looked to me to be rather bored. 
Some of the games that children engaged in were quite physical and loud. There 
was a fair amount of rushing around. The football game on the field was some 
distance away which meant that supervision of this was much reduced. 
There was a point when there were more children on the playground than in the 
dining hall, but not all the supervisors had yet moved out into the playground. 
This could potentially have made it more difficult to ensure the children's safety 
and good behaviour. It also reduced the opportunity to facilitate children's play, 
social skills and learning. 
The public pathway creates a security risk. The children enjoyed playing in the 
nearby bushes which again made it harder to supervise their activities. 
Supervisors expressed concern about what they might find in the bushes. 
Children were becoming impatient waiting to return to class (having queued and 
waited for the class teacher). 
Supervisor Details and Duties 
There were five lunchtime supervisor involved in the main study for the research, 
four female and one male. There appeared to be a range of age. There was a 
range of experience, for instance one supervisor had worked at the school for 
many years and another had joined within the last year. One supervisor had an 
additional role in school as a Teaching Assistant. One supervisor was a 'senior 
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supervisor'. This involved starting slightly earlier than the others each day, 
liaising with the Head Teacher and supervising the work of the other supervisors. 
Children of four of the five supervisors had attended, or were attending, the 
school. One also now had grandchildren at the school. No further information 
about education, qualifications or experience were sought or observed. 
The senior lunchtime supervisor is employed from 11.30am and is expected to 
ensure the First Aid room is tidy and prepared. The senior has to be available for 
the school secretary or Head Teacher to share important information. The senior 
escorts the Reception class to the dining hall. The remaining four supervisors 
begin their duties at 11.45am. All supervisors are employed until 1 pm. The reality 
is that all supervisors arrive early for duty (they are usually on site at about 
11.30am) and leave late (between 1.15pm and 1.30pm). The supervisors do not 
receive a meal from the school but instead chose to receive payment in lieu. 
The supervisors have agreed a rota between them, which is the subject of 
change in the light of their discussions. During the lunch period the demands are 
such that supervisors are required in different areas of the school at different 
times. For instance at the start of lunch there are fewer children outside on the 
playground and more in the dining hall, so staff is allocated accordingly. Towards 
the latter part of the lunchtime, when most children are outside, all of the 
supervisors are also outside. 
There is regular informal contact with the Head Teacher, usually concerning a 
child's behaviour. Similarly there is some informal contact with class teachers. 
The Head Teacher or a senior member of staff will often be present in the dining 
hall. There are no teaching staff on duty on the, playground during lunch, but the 
Head or senior member of staff is available in the school. 
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The supervisors were not familiar with a job description and there was not one 
readily available for me to consider. The supervisors are directly responsible to 
the Head Teacher. 
The supervisors did not have a room to meet and said that they wouldn't go into 
the staffroom. They congregate in the school entrance lobby. They stored their 
personal belongings in a cloakroom. A tabard is provided by the school for their 
use. 
Summary 
Based on my previous experiences information gathered about the school 
background presents a fairly typical profile of many similar sized primary schools. 
The playground has a somewhat barren appearance, possibly more so than 
some other schools that I have visited. I observed some aspects that seemed to 
work well (for instance the supervisors presented as a team). I observed that 
were some concerns about the lunchtime arrangements (for instance class 
teachers were sometimes not ready to supervise children back into class). I 
observed some aspects which could be improved (a greater range of small play 
equipment and for the use of this to be better organised and more purposeful). 
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Appendix 5 
Lunchtime Supervisors Focus Group 
Interview 1 
Possible Questions 
• What prompted you to apply for the job? 
• What does the role encompass? 
• What makes an effective supervisor? 
• What makes a good lunchtime? 
• What does 'supervision' mean to you? 
• What do you think that the teachers/parents/children think your role is? 
• How is your role similar to, or different from, teachers/parents? 
• Particular concerns about your job? 
• Particular barriers to your job? 
• What are the factors that facilitate you being able to supervise? 
• Think of yourself when you first started - how are you different now? 
• How do you feel about the job? 
• Miracle question - how would lunchtime look then? 
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Appendix 6 
The Completed Lunchtime Matrix 
This Lunchtime Matrix is a record of the observations made during lunchtime at 
the school in the main study (School 8). Aspects of these observations were 
used to prompt discussion during the second interview. 
KellThemes Works Well Concerns 
Organisation and • Supervisors meet in foyer • Limited facilities available for 
Duties for chat. supervisors (to meet for 
• All staff welcome to use example). 
staff room. • Congestion in some areas-
• Work as a team - cloakroom. 
informally. • Big area. 
• Queues work well. • What are they called? 
• Duration of lunchtime fine. • Too busy to facilitate social 
• Rota system - some in learning? 
and some out. Then all • Buddies engrossed in own 
out. Time works ok. games - how does a child 
• Dining system efficient. get help? 
• Dining areas relatively tidy. 
• Acceptable noise level. 
• Clear allocation of duties. 
• Get to know students. 
• They know what they're 
doing. 
• Very busy, all over the 
place. 
• Standing and watching 
too. 
• Timing seems enough for 
lunch and play. 
• Playground buddies. 
• A stable team. 
FacillSles and • One dedicated dining • Very large and open 
activiti!s available room. playground area. 
to students • Large tarmac areas (2). • Some hidden areas e.g. 
• Field. cloakroom, small football 
• Markings. field, bushes. 
• Bin of small stuff bean • Barren yard space. 
bag, balls, jumpy things. • Limited seating. 
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• Beam and bark area. • Difficulties supervising 
• Out of bounds (toilets, students in classrooms and 
round corner of football). on corridors. 
Children seem to know. • Strangers entering site. 
• Bushes are a long way off -
can they see? 
• Markings faded - not used. 
• Beam area messy -chippings 
thrown. Not very exciting. 
• Lot of effort keeping them 
out of school. 
• Shade? 
Interaction (each • In passing. • Quiet area to chat to discuss 
other) • Seem to know what they're in confidence? 
each doing. • Planned opportunities to 
• Walked over to sort talk? 
problem. 
• Smiling. 
• The meeting at beginning 
and as they leave 
together. 
• None observed. • Teachers late for collecting 
Interaction (other • At line up teachers their class. 
staff) attention on class. • Children hanging around. 
Interaction • Helping packets, checking • Too informal, I wonder? 
(children) packed lunches, what's 
eaten. 
• Bending down. 
• Smiling, lots of this. 
• Chatting socially. 
• Laughing. 
• Arm around. 
• Some teasing. 
• Helping with things (e.g. 
yogurt lid). 
• Reminders about trays. 
• Some advice (e.g. to walk 
not run). 
• Lot of verbal praise. 
• Talking to lots of different 
children. 
• Moving around. 
Rules I Guidelines • Follow routines/rules in • I do not know what the rules 
dining rooms. are. 
• Nobody mentions any. 
• Not on display. 
• Out of bounds areas not 
consistently applied (e.g. 
classrooms ). 
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• Staff and students may be 
uncertain about 
rules/routines, or they may 
be inconsistently applied. I 
do not know? 
• Limited sanctions/rewards 
available to supervisors. I did 
not see any. 
Activities • Lot of walking, running. • Small play - free for all. 
• Talking. • Do not stay long with it. Just 
• Mixed age groups. left lying at end. 
• Girls and boy play 
together. 
• Small play - free for all. 
• Chasing - lots of this, girls 
and boys, all ages. 
• Hand clapping game. 
• Cards swap. 
• Football. 
• Other ball games. 
• Made up games (not sure 
what they are). 
Behaviours • Behaviour in dining room • Difficulties in supervising and 
was good. hidden corners have 
• Generally lunchtimes potential for inappropriate 
appear calm and well behaviours and bullying. 
organised. • Some children not always 
• Behaviour / attitudes of responsive to supervisors. 
many children fine. • Desultory behaviour, from 
• Supervisors appear to some children. 
have positive, friendly • Supervisor's presence not 
approach to children. always visible. 
• When asked to stop, they • Getting children's attention. 
do. • Supervisors often on their 
• One argue back - own. 
supervisor firm. 
• On the whole seem fine. 
• Individuals and small 
groups (e.g. one group 
look like they're up to 
something). Supervisor 
notices and comes over. 
• Argument - separated and 
listened to individually. 
• Praise seen. 
• Call their names, quiet 
word. Private. 
• Issue dealt with but 
children go to other 
supervisor. 
407 
Equal • Some quiet areas • Domination of football for a 
Oggortunities available for some limited number of children. 
children. • Territories? 
• Supervisors are different • Are children socialising in 
with younger/older. toilets? 
• Free play. • Quiet area running around. 
• No different areas for • Older boys play on yard 
different ages (formally at further away from building. 
least). 
• Lunch rota (which they 
seem to know). 
Goals • Getting through lunch in an • Were they making the most 
efficient way. of the opportunities, I do not 
• Having chance to play. know? Could they have 
• Getting on with each other. more fun? 
• Lot of social chat. 
• To enjoy. 
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Appendix 7 
Lunchtime Supervisors Focus Group 
Interview 2 
Possible Questions 
• You are called 'lunchtime supervisors'. Would you prefer to have a 
different title, and why? 
• What went well during that lunchtime? Why? 
• What did not go so well? Why? 
• How could it have been improved? 
• Were there any barriers? 
• Was there anything that particularly helped? 
• I noticed that some areas of the playground seemed to be out of bounds. 
Can you tell me about those? How do the children use the space? 
• Describe some of the activities that children enjoyed during the lunchtime. 
• Last time you talked about children learning how to play, and develop their 
social skills. Do you feel they had opportunity to do this? 
• There was a child who .... (recall specific incidents) 
• Do you think that (specific incidents) could have been handled differently, 
in what way and why? 
• I noticed that you ... Can you discuss why a supervisor might do that? 
• Would you have wanted to do that differently? 
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• What else might you have done? 
• How did you work together? 
• What was the role of other school staff? 
• Can you recall doing anything and thinking to yourself, 'Oh no she will 
have seen me do that', and why. 
• In a similar vein anything that you wished I'd seen, and why? 
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Appendix 8 
Annotated Version of Interview 1 
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Appendix 8 
Annotated Version of Interview 1 
Lunchtime Supervisors Focus GroupTntefView 1 
Transcription conventions: 
• Researcher questions/comments are in bold/onto 
• Noises 0/ assent (e.g. hmm) have been removed 
• Names have been altered to anonymous initials. 
1 I'm interested in your views about the purpose of 
2 lunchtimes? 
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To let the children let off a bit of steam I think. 
Playtime, yes to play, to playas children. 
To chill out, to give the teachers a rest. 
To get them fed. 
Well obviously lunch. 
Get them fed, yeah. 
If it's an indoor play cos it's raining, you can tell the 
difference. I can when I'm in on the afternoon, you can 
tell when they're in class. It's as if they've been shut in 
and they haven't ruri off any of their steam and they're a 
bit hyper. 
You say that in the afternoon you can tell when they 
haven't been out. Can you say a bit more about that? 
Well having a break helps with their learning, and that, I 
think anyway. 
Oh yeah, they can settle. 
It's a switch off from books you see, at lunchtimes. 
As you say they run off their steam. 
And they need that time, if they've been doing literacy 
and numeracy well of course they've been thinking and 
then they go out and have a bit talk with their pals. 
Sometimes the junior end discusses it with their selves as 
well. 
Can you tell me more about the purpose of 
lunchtimes? 
It's good for football practice too. 
Oh yeah, football. 
1 
S·~.D~r" 
t tt~ (J.P chi 
O'ol~v.b""" 
f~~:~\~ 
A.s)\XYIy8 'or 
~(t~ 
~re~/~ 
They're practising the skills. 
What skills do you think they 
practice at lunchtime? 
Social skills. 
They mix with other classes. 
Yeah they don't just mix with their own 
classmates. 
Some of the older ones will look after 
little ones, especially when little 
brothers come or little· sisters or 
somebody next door, the older ones, 
boys and girls will help. 
They get to that certain age in the junior 
end, boys and girls, and you can see 
that they like to help more, they start to 
mother them, even the boys y'know, 
you can see them helping. Ifwe're 
doing something and they see someone wants a 
shoe lace doing or something, and we're doing 
something else, they'll say, 'I'll do it' and they're 
very eager to do it for them, aren't they? 
It makes them feel good to help out. 
I think that's one of the things about being on the 
playground, even the ones who find class work 
hard can play and get some success. 
Yeah but what about those ones that don't join in, 
or don't have friends? 
Well thaf s where we can help, cos we know who 
they are don't we? 
Tell you what we haven't said. They should be 
having fun, a bit of a laugh. 
You're right we sometimes forget that don't we? 
We're so busy sorting everything out. It's good for 
them to play though isn't it? Some of them don't 
get much chance to do that nowadays. 
No the streets are different now. 
And mums and dads take them everywhere, and 
there's more club like things. 
Playing is like experimenting isn't it. Mums and 
Dads, Do~tors and Nurses. 'Oh I wonder if I can 
catch the ball 10 times'. Things they like, they 
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have a go and see what happens, where it takes 
them. 
They do all sorts of things don't they, when you 
think about it. Running and skipping, catching. 
Some of them even learn little songs, rhymes and 
that. 
Counting, they do a lot of counting. 
Well there's that number snake thing. 
Yeah but they don't really use that do they? 
1 like to see when they make up their own games. 
Some of them come up with great ideas. 
But don't you sometimes think, 'I used to playa 
game just like that' . A lot of the games are the 
same but with a bit of variation. 
Seeing children having physically active fun, 
playing in small groups or even just talking. 1 like 
to see that. Just kinda getting on with each other. 
1 laugh sometimes, the things some of them say. 
You've just got to listen to them haven't you? 
Aye and sometimes 1 have to hide a smile, the 
ways they've maybes put it, or something they've 
told you about their dad like and y'know they'd 
go mad. 
You certainly have a laugh with them at times. 
You do wonder don't you where they get their 
ideas from. 1 mean sometimes they come up to me 
and tell me all about this game they've maybes 
made up. It has all these rules and such. And d'you 
know what, 1 haven't got a clue what they're 
talking about. 1 mean if I had to go and play the 
game I'd be lost, but they seem to know what's 
what. 
Yeah they. go into a comer and turn it into a space 
ship and their imagination is great isn't it? A leaf 
turns into a special thing that gives power or a 
sound makes them travel through time. It's lovely 
to see and yet 1 know if I'd said, 'Play with that 
pile ofleaves' they'd look at me like I was a 
spaceman or something. 
But d 'you not think they do less of that than when 
we were younger? 1 mean they seem to want to sit 
back and be entertained don't they? It's with the 
electronic games and the television, they don't 
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have to think now, just press a button. 
Up to a point I'd agree with you but you've only 
got to look at them on the yard, they do make up 
their own little games. 
Granted they do, but sometimes it's based on what 
they've seen on the tele. 
Aye but didn't we do that as well? I mean were 
you never a Dalek? Didn't Skippy never come to 
save you? 
It was Lassie wasn't it? 
Aye him and all. 
The girls do I think. They make up more games. 
Well they seem to play more I think. 
But the little ones do as well. 
Well they were all little at one time and that's what 
I like to see, the way they change. The corne in all 
bright eyed and bushy tailed, maybes a little bit 
wary. They make some friends and fmd their feet 
and before y'know it they're these big hulking 
Year 6's with all the confidence of! don't know 
what. And that's great cos they need to be like that 
when they move up to big school. 
Some of them are too big for their own boots. 
But that's part of growing up too. They need to 
find their feet. 
Some. of them are like, what is it, locking their 
horns trying to find who's top dog. 
Odd though isn't it, how some are top yet you can't 
explain Why. It's not like they have a vote or 
anything but they all seem to know who's who. No 
matter what we say or do they sort out the pecking 
order. 
Kids have done from time began. I remember at 
my school there was always a lad that we all did 
what he wanted and d'you know he never once had 
a fight or gave wrong word. I don't know what it 
was about him. 
He's probably a big boss now making a fortune 
having his underlings run round after him. 
You can sometimes see how some of them are 
gonna turn out can't you? 
Well sometimes you only have to look at their 
families. It's a shame really; some of them don't 
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stand a chance. 
I was saying before about girls playing but when I 
think about it, have you seen how the boys love it 
when the girls get them to join in with their games? 
What is it about the boys like? D'you think they 
worry what they'll look like to their mates? 
Maybes aye, they need a bit of help to let 
themselves go a bit. Or perhaps they lack the 
imagination of the girls. 
No, I don't think it's that. I think it's just boys are 
sorta expected to run around more, or play fight.' 
The girls don't do they? You never see them 
rolling around on the floor like the way the boys 
do. 
D'you know what, you're right there. You don't do 
you? But if s like with the made up games, it's not 
as though we tell them what to do. Nor the teachers 
or the mams. I mean you wouldn't say would you, 
'Go and have a bit roll on the dirty ground with 
your friend today son'. It's funny that when you 
think. 
Can you tell me what your job involves? 
Oh where do we start? Let's'see, there's collecting 
them from class, lining them up, seeing to them in 
the hall, tidying up with them. A lot of them don't 
think to push their chairs in and some need 
reminding about their trays. 
We help them opening things don't we? 
Aye cutting up their food. 
We even have to show them how to use the 
cutlery. 
And remind them about manners. I'm always 
pausing like and they get the message and then 
you get a please or a thank you. 
Wiping noses. 
I always have spare tissues just in case. 
I've even had to pull teeth out on occasion, or 
look after a iooth that's come out, ready for the 
tooth fairy. 
We sort out any little problems. 
And big ones. 
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We blow the whistle and get them back in. 
We talk to them, and listen of course. 
We do a lot of comforting. 
Yeah, reassuring them if they feel poorly, doing 
bits of first aid. 
We have to settle in the new ones. 
204 What do you think that the teachers think your 
205 role is? 
224 
225 
226 
227 
228 
Just to keep everything ship shape. 
Yeah, they want things to go smoothly on a 
lunchtime so they don't have to get involved. 
I agree with that, they hate it if you bother them. 
But they have to have a break don't they? 
Oh yeah, I'm not saying that but sometimes it 
would be good if when you went to get some 
support they didn't huff and puff like. They need to 
support us to do our job. 
But we're the ones getting paid to get on with it. 
We're the mugs who have to clean up after kids, 
keep them in lines and make sure they're not 
pulling down the displays, sorting out bits bother, 
having a chat and wiping sore knees. 
That's what our job is. 
Aye, I think if you asked the teachers that's what 
they'd say, all of what you just said, but I don't 
think they think too much about it to be honest. As 
long as we keep the kids out of their hair they're 
happy. They've got too much on their own plates 
to worry about what we should be doing. 
Well I think they maybes just leave it to the Head 
and assume that she'll keep us right, so to speak. 
229 What do you think that the teacher's think is 
230 the purpose of lunchtimes? 
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Like us, they see it as a chance for the kids to get a 
bit run around. 
Again, I don't think they think too much about it to 
be honest. I suppose if you put them on the spot 
they'd probably say all the right things, such as 
getting on with each other, learning to play, 
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practicing their physical skills, having a chat, 
maybe even learning sonie table manners. But 
really from one day to the next I don't think they 
worry too much about it. 
Well they certainly can't do cos they never want to 
come out and see what's going on. 
Or have any ideas as to how we could all make 
things much better for the kids. 
Yeah, lunchtime for the teachers is about the kids 
getting their lunch and having a break, and the 
same for the teachers too. 
They don't even seem to worry too much about 
whether bullying or such like is going on. Cos if 
it's going to happen it'll be on a lunchtime. 
Well it's bound to isn't it? We can't be 
everywhere all of the time and the kids know 
where to get into little comers, or in the cloakroom, 
or wherever, if they wanted to have a go at 
someone. 
Aye, and then the parents go mad because we 
should have stopped it happening at IWlch. When 
little ones go home they tell their mams what's 
going on so they know more than the teachers do. 
Sometimes more than we do. 
What do you think that the parents think your 
role is? 
I don't know. I've never given that much thought. 
No, I know when there's a problem we soon get to 
hear what they think we should and shouldn't have 
~one. 
Like the teachers really. 
Aye, you're not wrong there. But I guess they want 
their kids to play nicely like. To have a good time. 
They like to think of their child with a lovely big 
smile, running around, getting on with everybody 
and having a high old time. 
I don't know if the mams and dads realise though 
that when the children are playing they are learning 
as well. 
What d'you mean? 
Well as we were saying before, learning to get on 
' .. 
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with others, counting when they walk on the 
number lines, learning rhymes and such like. I 
mean, that's what the children are doing isn't it? It's 
not just about getting rid of their energy after 
sitting at their desks. The learning just carries on, 
but in a different way. 
Aye and they don't even know they're learning. 
Just as well really, cos if they did, they would stop. 
I think some of them, the mams and that, they 
remember how it was for them on the playground 
and depending on how that was they want the same 
or better for their little'uns. 
Well we all have our own school memories don't 
we? I suppose if they remember playing with two 
balls or marbles they want theirs to do the same. 
But some of the younger parents wouldn't 
remember some of them games. 
Yes but a lot of the old games are still there aren't 
they? Just that they look a bit different, or have a 
different name. We still see them playing British 
Bulldog and that, but they maybe don't call it that. 
The younger one's do certainly. 
The older ones are more into their football. 
But weren't they always? Haven't older boys at 
school always wanted to kick a ball about? 
Nothing's changed really. It just feels different to 
us. 
You're maybe right there, and I think it's nice to 
see the children playing because they don't get 
much chance at home, what with the way things 
are now and them play station things. 
Y'know you asked us about parents and that, well I 
think they think lunchtimes are about having a 
right g()od play and being happy. Not having to put 
up with any bother or worry about schoolwork. 
And if they thought about it they would probably 
say it was good for their children to do this at 
school, because they get little chance to do it at any 
other time. 
Yes, but as with the teaChers, do they really think 
about this? 
We should maybe tell them. 
The mams, it's always the mams isn't it, they want 
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us to keep their little bundles of treasure safe, 
that's what they want. They want us to make sure 
they eat their lunch and they have a good time, and 
that's it. Simple really. 
If only they could see what some of their treasures 
get up to sometimes, if d turn their hair blue. 
I worry about all this fuss about safety though. I 
mean banning conkers, what is all that about? How 
many kids do you know that have been killed by a 
raging mad conker? 
We are too soft with kids now. I think a bit of risk 
is good for children. They need to try walking 
along a thin beam and get their balance. And if 
they fall off they learn how to do it better next 
time. And really what's the most that's likely to 
happen, a bruised knee usually. There's not many 
cases I don't think where children have come to a 
sad end of a lunchtime. You could just as easily be 
knocked over by a bus. Enjoy life and take a bit 
risk, that's what I say. It's what life is about. 
They know, well most of them do, they know how 
far to go. I mean you wouldn't fmd them trying to 
scale up the side of the school wall or do 
something really dangerous. Kid's aren't daft and I 
think we should give them more credit than we do. 
They usually have some common sense. 
Aye and if we don't tell them another child will. 
Well it's like arguments between them isn't it? 
How often do we hear fallouts and just leave them 
to it? They need to sort it out their selves cos we 
won't be there all of the time to do it for them. 
What do you think that the children think your 
role is? 
You'd think it was to be a servant the: way we 
have to clean up after them. 
Children seem to realise that we're not teachers 
but we're in charge. 
By and large they do as we ask. 
I think this is because they're used with adults 
telling them what to do. I don't think they think 
any more than that. 
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I was asked if there was any parents, this was 
years ago, before the police checks, if there were 
any parents who would come in at 5 minutes 
notice if any of the regulars were off and then I 
was asked to help one to one with a particular 
child and when that child left there was a vacancy 
so I stopped. 
I was the same, I started as a relief. 
I got them all in. 
Yeah I was a relief and then there was a job when 
somebody left and I took the full time. 
I was much the same. 
Me too. 
It's handy though isn't it? I don't suppose any of 
us, like you would with a super ~tar or a train 
driver or whatever, dream of being a dinner lady. 
But you kinda fall into it. 
What is it about the job that makes you carry on 
with it? 
Well it's convenient, mostly. 
Well I started off because my children where in 
the school. For us mothers it's a great job because 
it fits in. It's only that hour or so and it's bit of 
pocket money and it fits in with the children. But 
of course I've been in 14 years now and my 
children now are in their 20's and I'm still here 
and Ijust love it. . 
I think I did it in spite of my daughter being here, 
she didn't like me being here at all but I liked 
working with the children. 
It's very challenging. Yes it is. It is a bit. It's 
different. I like that about the job. 
You say it's challenging. In what way? 
Yes it is. Sometimes it's hard work, you feel like 
hanging your pinny up because they are horrible 
but other days they can be really nice. There's 
variety and you can put up with some bad days. 
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Indoor days are challenging. They can be awful. 
Sometimes you find yourself counting to 10. 
It's a very limited time so you can get away at the 
end oflunch. You get away after an hour. 
The holidays are good. You get the holidays. 
You're off for six weeks and you think that's 
good because you wouldn't get that anywhere 
else. 
How do you feel about the challenge of your 
job as a lunchtime supervisor? 
Well I don't know really. I suppose I'd get bored. 
See there's a lot to think about, getting them 
through their dinners, getting them outside, 
checking what they've eaten, sorting them out, 
making sure they play nicely. 
Yeab, and we have to think on our feet all the 
time. Like, you know that little J. there he 
doesn't like his friends to know he can't cut up 
his food so you have to be discreet. Then you 
might know that that little'un is always telling 
tales, so you maybes deal with her different like 
to somebody else who has come with a genuine 
tale. It's like, what is itwhen they balance 
things? 
D'you mean spinning plates at the same time? 
That's it. And sometimes they crash to the floor. 
It can be exhausting that's for sure. 
Sometimes though, like when they say hello up 
town, you think, 'Ar they must like us' . 
Aye and sometimes it's the ones you maybe have 
most trouble with. 
We must be getting through to them in some way 
then. 
Y'know when you were saying about it being a 
challenging job? Well when I took it on I don't 
think I even thought about that. It was just a 
handy job and I must be honest I thought there 
wouldn't be too much to it. But there is more to it, 
when you think about it. 
I think that's it, you do it, you do it all. And don't 
even think too much about it. 
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I don't know, I think: we do. Like when we talk 
amongst ourselves. 
Aye but I think a lot of it we do, natural like, 
without thinking about it. A lot of it is gut feeling. 
Experience too, you know what works and what 
doesn't. 
1 don't think the teachers see it like though. 
How do you mean? 
Well 1 don't think they know how hard it can be 
for us, or if they do they never say. 
No, 1 don't think they appreciate us. 1 think 
sometimes they must think we're just a nuisance 
because we just bring problems to them. 
Aye 1 don't think they're too interested in what 
goes on at lunchtime, as long as it all goes 
smoothly. 
. But then that's what we get paid for isn't it? 
Aye and one of the challenges is to try to seem 
happy cos they don!t need to look at our 
miserable faces every day. 
Sometimes you have to paint on the smile. 
But it works doesn't it? If you smile and seem 
happy they seem to do the same back sometimes 
don't they? 
We could always go somewhere else if we wanted 
to, if it got that bad. 
Do you see it as a stepping-stone to another 
kind of career? 
Well it's funny cos 1 have. Cos there was a nursery 
here once and there was a meeting going on and 
they needed a creche and of course I could have 
done it ~ down, but like everything else it 
wasn't on paper and Mrs H said to us, 'I don't 
know why you haven't gone on an NVQ to get 
this, you could do it' , so hence I went to college 
andI've got my Level 2 and now I'm going for a 
Level 3. 
1 thought well 1 could have done it but there was 
nothing on paper. 
I. don't know if it will help me to go onto anything 
else. 
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. (~tyi~()(I.4 524 I couldn't have done anything when the kids were 
525 younger. 
I didn't know the opportunities to go to college 
and things. I suppose anybody can go. Can they? 
Yeah. Course you can. 
It's like you, you've still got M. so once he's up 
you can. Yeah, but with him here now, it fits in 
nicely. 
You've got experience through working here, 
which is valuable. 
Working with kids. 
I don't really want a career as such. I just want a 
job that's handy, that I can manage and doesn't 
drive me mad. 
I think I've come on since I starting doing this. To 
be honest if I can manage this lot I can manage 
just about any sort of a job. Working in a class as 
an assistant well it'd be dead easy after this. 
Why did you think it would be easier? 
For a start off I wouldn't be the one with the 
responsibility, not like we are on the playground. 
I think as well the kids know what to do in the 
class. They sort of know what is acceptable and 
what isn't. 
Aye you're right there, on the playground it can 
be every man for himself and everything goes. 
There's more time as well, they're not rushing 
through to get everybody in and out the dinner 
hall. 
I don't think the teachers have any idea what it's 
really like for us out there. 
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I don't know, cos they go out ofa playtime. 
Yeah but that's shorter and they don't have the 
saine pressures as us. 
What pressures? 
Well y'know, the lining up, coming into the hall, 
eating quickly, tidying up and getting them out again. 
It's all like 'go, go, go'. It's a military exercise 
really. 
I know but we've got that sussed really haven't 
we? And the children know what to do. 
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I think it's fairly smooth now. 
That's because we've made it like that. 
I don't think I'd like to be in a class with a teacher 
in charge. I couldn't keep my mouth shut. There's 
some things I s'ee teachers doing that I think, 'I 
wouldn't like her to talk to my lad like that'. 
But I think you'd work it out. Like we do here. 
Not all of us are the same but that doesn't matter. 
We know one another. It's like I know in needed 
help with, oh I don't know, help with D., I'd go to 
S. because she knows how to handle him but I 
don't. You get to know like, what we can all do. 
What do you think makes an effective 
lunchtime supervisor? 
Well it helps to like the children. Doesn't it? 
It's no good if you don't like children. 
No good. 
We had a girl here once and we had to let her go, 
she was not good at all. She was a relief but she was 
like one of the children. I had to pick her up. She 
didn't know the boundaries. If there was an 
incident outside and it carried on inside she would 
run after them. Well you know you don't run 
down the corridor, cos you're trying to set an 
example and she would run and if the child 
shouted, she shouted as loud as the child. And you 
thought, 'Oh you're dealing with two children 
here' and I thought this can't, y'know, go on. 
593 You've said a couple of things there about an 
594 effective supervisor - setting an example, 
595 boundaries and about not shouting above the 
596 children. Can you say a bit more about an 
597 effective supervisor? 
598 You've got to feel like it. 
599 What do you mean by that? 
600 Well, be confident. Know that you're in charge 
601 and that you know what you're doing. It'd be no 
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good if the kids thought you didn't know what· 
you were doing, even if you don't really. 
It's like I was saying before, a lot of it is gut 
feeling. You do what feels right. 
Goon. 
And we've said about liking children. 
You have to know about how to praise them. It's 
no good saying, 'Good Lad' if you don't mean it 
because they're not daft, they can see right 
through you. 
You have to watch as well cos some of them 
don't like to be praised in front of their mates. It's 
not big is it? 
I think the biggest thing is probably knowing the 
children. That's one of the biggest things that the 
reliefs have, they don't like the children and they 
don't know them. It's a really difficult thing. You 
need to be here for a long time. 
They all know that I'm in charge, so to speak, so 
what they do is they wind these lot up, but with me 
they don't. They do playus offagainst each other. 
But we know that so we're one step ahead really. 
That's something, about thinking ahead of them 
and being a team. Communicating with one 
another. I think that's why we work so well. We 
do work as a team. I think we're quite a good 
team. 
Some of them look and say, 'Oh you've got a man 
dinner lady'. Well dinner person, so to speak. 
But it has its benefits doesn't it? When there's 
incidents in the boys toilets, especially in the 
junior end, and different things. 
Well I think that some of these kids don't know 
what it is to have a man that can be quiet and 
civilised and not fing and blinding every time he 
9pens his mouth. I don't think it does them any 
harm to see that. 
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We have what you might call 'codology'. Yeah. 
Cold water on a bump. 'Hurt your leg? Oh you've 
got one that still works'. All of those kind of 
things. They think they're getting attention. 
Cos we do say sometimes, like if there's a 
bleeding leg, 'Oh Mrs H. Look at that. Will you 
go the kitchen and get a knife, to cut the leg orr . 
And they stop crying and laugh. 
So, it's a bit humour really. 
They relate to you. They know you're not a 
teacher as such and they can talk to you. And 
you'll listen to them. You're there to listen. 
You're a referee, a mum and a doctor and an 
instigator. You're all these kind of things. You 
think about it there's a lot of trades mixed in 
there. 
I think it's quite important to be different to the 
teachers. They have to maintain a little more 
distance from the children. It's nice though that 
they can approach us if there is any kind of 
problem. 
So you've got to be very versatile haven't you? 
You have, definitely. 
And use different skills with different children as 
welL 
I think we've got to be patient and understanding. 
You were saying before about knowing the 
children, and we do need to, we need to be 
sensitive to how different they are and know how 
to be with them. 
One thing you have to do is respect them. They're 
not all the same and you have to accept them as 
they are. 
That's right. We can't bring our own ideas in, 
about family life and such, cos some of theIll are 
very different to us and we shouldn't judge them. 
No, it's like we always have our tea together on a 
night but a lot of them don't. They might sit with 
a tray in front of the telly, but that doem't make 
them bad or anything. 
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: .::f.Af\d.- b~..l 681 I know it sounds a bit daft, but I think a good 
L,A'tA.j"' v-f ,I«I pI/J 682 supervisor can sort of stand back and weigh ~ke..l o~(o~ 
..) vth,,-l ~ 683 everything up. b";:J fJ'l· 684 How do you mean? 
1 --r"il\k..' _ ().t hw<- 685 Well think about it, we have all these things to do, 
\...t"I1Vll.e, .... ~~ 
LQ(\ t-e J-c 686 everything to deal with, and we've got to have a 
~" a..,Jo.! /Z. 687 handle on what's going on everywhere and know 
-r u.i.(. o./Vv.. t1Il 688 how to handle it all. We can't just rush in like a 
t1.'Ii~ 689 headless chicken. You've got to think all the time. ~cf:j e<'1 -~;:::p 
~tf~ - tlYl~l-\", 690 It's the quieter ones I worry about sometimes. l~~""'J 
~ ..... .J<:V' tY> .. (UtII 691 D'you know there's some children I hardly pass 
I/M ... ~a~/~ lvr"-,,,~ -dt;D .... b. .. J 692 the time of day with and others who are always (cyv-~ r..h,~ 693 there. 
~.W~~ (\<,t"".. 694 But maybes that's all they need. Maybes they ¥,u-t. ~~ ~) 
I .~ l "~.,,.C/I<-'" \fll.....·, . "" 695 don't want to have a chat with us. Ne~~60 ~ I) e~J.c.J.. nd4.\'~t 696 No, I know, but what if they wanted to but don't 
Av~ 697 know how to, or can't get to us because there's A~~. (-i~""(r1: ~ ,Ulr~JI 698 
.;t, ~.:t..t {\ I .!- others hogging all our time? (orUJ~ f(CJ.!')o; ':::J 
oS.i..(V' I/ . .J p" I 699 Well that's when we've to make ourselves 
~ tYoU-rq/) 700 available isn't it? It's why we walk aroUnd. And 
• ~ ~(1' 701 we get to know them mostly, I think. We can keep \k~~ 702 an eye on things. \I Ul...PLt.., 
t\l Q.AA... (:)0 tN\io.~ ~ 
703 What do you think makes a good lunchtime? plcv,. 
I (ol~:,,~.l\rl\ 704 It's a combination of things. 
: ~ ~~/". 705 The weather. rJ~i2.J,.boo{~ 
I ~~ 706 When you're completely bored because nothings N~ ,,~t..dJ. ~...,J.b~ 
~o ~~'!'t4 707 happened. That's when you know it's been a good ~_ ... ~~;. neK 708 lunchtime. !I'uJ.,..,).. ~ (1'" Qc}.. • 
SpG(e.c~ Y·~ 709 See ifit's windy, they're a nightmare aren't they? 
710 It's lovely when they can get on that big field. 5y<..v& 
711 When they can get on that bank. o,o;c.e.. (qDi..e f 'f,-,e 
>fr~ ovJc. 712 They are gifted here with all that space and that (~.,,~~'\ 713 y'know. They can get themselves away and play 
·I~S~~) 714 football on that bank. Different things. . ~6""'~~ tYlo.kro..b~· 715 It is frustrating that they have parts of the \(C\1Wh:rt 716 playground that are perfect for them but they're (o.,~ cJ.R~t. o..er-,.;., 
qy((cv-h . 7.17 not allowed to go in. Like the bushes and things ~c.AC!J) ~q"\Jc. 718 like that. It's a wonderful playing area where they L.s,olU,b'~(o- .(~ 
! ~j,"" f>' 719 can do things. Things they couldn't do on the flat 720 parts. Sometimes I think they should get parents ~e J tr I .ii a'l' QI'\ <i'r.l.JAre 
i ?l\;)$-tJ\~ 'tt fI"~ 721 to sign something to say if they have played in the ~ 
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bushes and they've poked their eye out, it's not 
our fault. 
You can't see them in there though, that's the only 
thing though . 
And it's what's in there cos there is other people 
in there of a night. 
They have been but not so much now. 
Bottles, cans and things. 
There were fences. 
731 Getting back to a good lunchtime. 
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It's a good lunchtime when you can see them all and 
you know what they are doing. 
When they are out there playing and we look and 
say, 'Is that what the time is?', because we haven't 
done nothing, cos we're not needed. And this is 
really a good lunchtime because we haven't been 
needed because really the children have 
entertained themselves and they're playing, no 
arguing, so that's a good lunchtime. 
It's noticeable from being here for some time, 
when the school was a lot bigger, there's far less 
accidents and incidents now. Although there lots 
of space I think it was probably too many 
children. 
When you think though the bell goes and we say 
go on out and enjoy yourselves, And they come 
out, to what, I mean really what is there? 
But they don't need much. Like we said before, 
they can make a hole in the ground into something 
magical if they wanted to. 
It'd be better if they knew how to play and how to 
share things. . 
Oh there's always arguments over stuff like that. 
It's good when we've got the time to talk and 
praise the children. 
It makes a difference, I think, when the teachers 
are interested. When we worked with a class if I 
took somebody in to say they'd had a good 
lunchtime, or a bad one, whatever the case may 
be, if the teacher listened and said the right things 
it looked better. It looked to the children like we 
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were working together and sometimes it did make 
a difference. 
But we don't seem to get the chance to do too 
much of that do we? 
No, not really, it's us on our own. 
That's one of the biggest bug bears that I have, 
this lack of communication between us and the 
teachers. I mean we don't even feel comfortable 
going into the staffroom for a cuppa. 
No, even though they said we could, but they 
all look at you like you shouldn't be there. 
Well it's because we're not really treated as part 
of the staff, are we? We just come in, do the hour, 
and go out. 
No, they don't ask us about what systems work at 
lunchtime or anything. 
They don't even tell us when they've changed 
something that we should mow. 
So's we just get on with itand do our own things 
really. 
So I suppose they could moan about us not telling 
them anything. 
Aye but I think that should come from the Head 
and the staff really. They should try to involve us 
more. We're on the same team for goodness sake. 
But we're tried it haven't we, countless times, and 
the teachers, they just want us to keep things calm 
at lunchtime and that's it. 
How do you feel after a good day at work? 
Well I leave here with a smile. 
I'm not as tired really. Sometimes I get tired 
having to sort out silly little arguments. 
I get fed up with kids who won't do as they're 
told. 
But what about when it's been a good day? 
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799 kids have done or said. 
800 I tell you what we do as well. When it's been ~:rl'-"'::1 o..h~ '" ~o.~ 
801 good we plan to do something nice for the kids. I 
9c~"'" • ..tlU/o./) 
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802 don't know, like maybe playa chase game with 
((..~ ,,", ct.fr .'.1\> 803 them the next day. ~~ol~ 804 We don't always talk about that it just sort of 
805 happens. 
(I 'dj ~c"J\ f r, e- 806 Actually there are lots of times when the day is 807 fine. It's not often that the whole day is awful. It UcW~<-hC>"l ~....k.y~~ 
DI\« th,/~ (~ 808 might just be one thing in the day that's spoilt +niL 
-sv .. ,v 
809 things a bit. 
~J..,,",,'I\Q!'l 810 I agree with you there. It's mostly okay. St <.>(\\ 11\.0-tI.~ 9lu.:::l 811 It's been good when I'm exhausted from playing 11)".~\fC- I.A. (~ -<.1, <tJ.. ~hd'-."",t~ 812 with them. It's like I was saying before, when we ck-/c...J 
...-r~L;.bA( 813 have the time to listen and chat to them and N c.J::W'12. - (". t:-eA 
01~ If~ 814 maybe throw a few balls or turn the skipping rope c.n~ 
815 for them. L.-, 1'l-l/t-eJ.- b /1I'ooR... 
816 We've talked a little about what you do. Your 
817 job title is 'Lunchtime Supervisor' and 
818 essentially your job is about supervision. What 
819 does the word 'supervision' mean to you? 
!.,J \I\. \: 0, ;".j 820 Well supervising the children, watching the JLS'-~, ~Jl. Or.£)l~ 
'E.jE: "f)' 821 children. Keeping an eye on them, generally but k). 
. Wo.l.~~ 822 not too much. Just being watchful I suppose. 
No'fl <: <'0 nm.J,- 823 You've got to give them space. You can't like be ~~e. ~yOl~.r.u' <1-LU 
over them ail the time. It's not like we're I I.. .c 824 f It ~\.e>(Y11 Sf fN. patrolling around looking for trouble to sort out. o 825 
~~o... t" cJ<rriJ.J.L..:!J 826 They have things they need to do and routines, ((o....D:1V--I (CX-...:Y"'.,..h ~ 
Q" (,o~ for 827 like when they go to eat, going to the toilet, going ~e'lU. \::q. S.crt 828 out to play and making sure they put their coats ({OvJiv\IW 829 <:>n and that sort of thing. We're watching them do ~LUAA"- L~~""/· 'j) U15!A.ft~ 830 them. Ensuring that they do things they have to 
. --(~nL ~ ~\L 831 do. 
b.. 832 It's about facilitating them. Different things for f~\.J\':l r~~ 833 different ages. ~ d..;. W JLI' -'" <..JlA. 9.ytaJ"l.Il:.Q,'l ..;., 834 Junior end you say to them put your coat on cos 
~t. 835 it's cold they're old enough to know whether 
(V\w...~ ~"':(t. 836 they're cold or not. The little ones you're doing 
f"-l.,q·'-kl~ 837 zips making sure that they have. N~~ t"-l .. "l .. ,J°; 'J 838 There's two aspects really. Making sure, like you 
I --ihc;.' - Leo...n~· 839 said, facilitating them getting their lunch, but then 
840 nurturing them 'make sure you've got your coat 
841 on, it's cold'. 
I N.,,- '-'1Q Jc..~ 842 It's not about checking behaviour and telling kids 
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off. Well some of it is. But you need to do that 
nurturing, like we do here. It's just like parenting. 
Especially with the little ones. I extend it cos at 
the end of the day they're just individual people 
but they are somebody's children and that's all 
they are, children, they look up to you and I 
always think, 'bless them'. 
Some of the little ones can't do their shoes laces 
yet. And they do have problems with zips. Well 
some of them are just 4. They always come to you 
don't they? 'Can you zip my coat up?' 
The funniest thing. I live on the estate and in the 
summer holidays I can just be walking down the 
street and, 'Mrs S will you fasten my shoe laces 
please?, and I say, 'I'm off you know'. Little A. 
was sat with her mother in the pub. Eating like. 
She was with her mother, and she tapped me 
on the shoulder and said, 'MJ:s I.would you cut up 
my steak?' Her mum said, 'Are you gonna?' and I 
said, 'Yeah'. You can't get away from it. 
I thrive on that. I love it. 
You just love them needing you don't you? 
I suppose I do really, it's the mother in me. 
On one day a lad had cut his finger and I didn't 
bring him in, cos obviously you don't take them 
in your house, but I said to stay there and sat him 
on the step and got a plaster and a tissue and set 
him on his way. The next day his mother said 
'Thank you very much', but you never switch off. 
You're still that dinner lady. 
You mentioned about facilitating them, 
different things for different ages. Can you say 
a little more about that? 
I don't know really. Well it's kind of being 
different with them. 
With the older ones see we can have some banter 
with them and try to get them to sort out their own 
little problems. 
Yeah we might say, 'Well ifhe won't share the 
ball with you, wruit could you do instead?' But 
with the little ones you have to suggest things to 
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them. 
Aye and the banter is different, you can't tease 
them because they mightn't understand you're 
just having a laugh. 
I tease them. 
Yeah but it's different with them isn't it? 
It is, yeah. 
For me it's about their potential. I like to think of 
them as the half full glass. You never know how 
they're going to turn out. 
Sometimes our job is about setting things up and 
knowing when to stand back and not get too 
involved. We had one that worked here and she 
would always get right involved in the game and 
the kids maybe didn't want to play it the way she 
did and it spoilt it for them. 
You need to let them be independent don't you? 
With the little ones you might be able to ~how 
them more, different games and that. And you can 
encourage them to play with one another. When 
they're older they're not that interested in games 
and you can't really help them to pick their 
mends. You have to leave them to it more. 
I think that's the problem though, I mean they're 
only like, what 9, 10, 11, and they're not playing 
like they used to, but they're still just kids. 
They don't know how to. 
No, I think they grow up too quickly now. 
Have you noticed though when we get a game 
going they love it? 
For a short while. 
I think though that we talk a lot more to them and 
sometimes they come to us to test something out. 
How d'you mean? 
Well they might tell us something that one of their 
mates did last night and they watch for our 
reaction like. That's the sort of thing they 
wouldn't tell a teacher. . 
You wouldn't believe some of the things that we 
get to hear. 
We have to kinda, listen and advise them, sort pf 
guide them. 
Well it goes back to being a sort of parent doesn't 
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it? 
You said before that you're a bit like a 
mother/father figure. In what ways are you 
different from that mother/father figure? 
Probably listen a bit more. You're not as loving. 
You're not as closely cOlUlected. You know that 
they're not the little angel all of the time. You 
know that little so and so. 
Cos they're not your child, you're not so 
protective. We're protective of them but at the 
end of the day we're doing ajob. It's ajob so 
you can be severe too. 
You get attached to some children. Well it's 
mutual isn't it? You find children attach to you as 
well. There are some that you can't take to and I 
try. I don't know what it is but I look at some and 
think 'I can't get away with you'. 
For all the years I've worked here 1 can't say that. 
No, they're maybe is one or two. 
There's naughty oiles, and I know they're naughty, 
but I keep telling myself that at the end of the day 
they are just children. 
I know what you mean, cos I'm the same there are 
one or two that I can't get on with. And it's not 
that they're naughty or they're not naughty. I 
can't even pin down what it is. Just one or two 
What about the teacher role? How are you 
different to a teacher? 
I don't think that we need to be quite as distant. 
The teachers have to maintain some distance 
and avoid physical contact. They have to be more 
authoritarian whereas we have to be more, be a 
little more, we can be more nurturing. 
Have more leeway. 
More fun. 
They can have fun at lunchtime. 
If they're not creating or draWing blood we can 
say 'don't do it again' or we can read the riot act. 
The teacher has to take the line every time. 
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The kids think, 'Oh we're going to get fed and go 
outside' so we're not there to tell them off, so to 
speak, we're just there. 
They associate us with that nice time of being fed 
and playing. 
But it can cause problems like they might not 
respect us the same. Might not listen as well. 
Might not behave as well for us as they do for 
their teachers. 
It has to be reinforced thatwe are adults and they 
have to treat us like adults as well. One or two of 
them needs reminding of that. It's not a major 
problem. The ones that cause problems for us are 
a problem for their teachers as well. 
Yeah probably. 
I would imagine so. 
You have to bluff your way a bit. DefInitely. 
983 Do you have any concerns about your role at 
984 school? 
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No, not really. 
I don't know really sometimes I get frustrated that 
the teachers say we're in charge at lunchtime but 
then they make up the rules as they go along. Like 
we say, 'Not on the grass today' but Mr M. might 
say yes to some. I mean if it's us that's there to 
pick up the pieces well we should be left to it 
really. 
See' now I get cross when we ask kids to apologise 
and they maybe say sorry, but you know they 
don't mean it. So what's the point? It's like we 
have to go through this. The children knows it, we 
know it and we all know it doesn't make any 
difference. So why do we bother? 
I think differently to you on that. I think they have 
to learn what they should do even if they don't 
mean it. 
Wp'.re teaching them all sorts really aren't we? 
Goodjob we're here. 
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1004 Are there any particular barriers that make it 
1005 harder for you to do your job well? 
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Ifwe've got a problem we know that it just 
doesn't stay with us we can take it along. 
~ ne~ ~I u....<1 Je..e.L 
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I would still say the real problem is that the 
children, who are real problems, are not 
effectively dealt with. It's not dealt with high 
enough. It's not just that they are a problem for us 
to deal with. Once we refer things up, a couple of 
times. We just get faced with the same problems 
time after time. We just wonder if anything's been 
done. I think this is probably all to do with 
Statementing and lack of finance, the education 
authority and that sort of thing rather than 
anything that is internal to the school. 
The ones that are naughty, like. you say, they go to 
Mrs H. and nothing gets done. They're back in the 
playground. The cycle repeats itself. They know 
nothings gonna happen. It's not making our job 
eaSIer. 
The boy who was excluded, it's been going on for 
months and months and it was obviously a 
problem. He was on one to one at one stage at 
lunchtime. His behaviour has just got worse and it's 
more and more difficult. 
It's individuals that cause problems and that 
definitely impacts on how well we can do our job 
for the other kids. If we're having to sort J. out cos 
he's having a one it means we can't keep the 
Same eye on the others. 
I think there are two types of problem children in 
that respect, one is really problematically, the 
other children won't associate with them at all. 
They don't like them around. It's iildividual 
problems so it doesn't impact on the others really, 
but occasionally there are others who are, who 
become leaders, and they cause enormous 
problems. Sometimes if they see this child getting 
away with something they have a little go at it to 
see how far they can push the boundaries. So they 
do a little test. And you think, 'Eye eye' so you 
watch it but you don't push the issue. But they do 
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have ago. 
When you report things on. We don't get to hear 
what's happened. Not all the time. 
I don't think I ever do. 
I do, I think with being senior. 
We write it in that book. We've got a book. And 
the end of every month, cos it's the classes, so if 
anyone has been naughty we write it down and at 
the end of the month it goes to Mrs H. who reads 
through it and signs it to say she read it and if 
there's one particular person in that book she can 
note down she monitoring it all you see. It doesn't 
get reported back to us but she is monitoring it. 
We presume she's monitoring it but we don't 
know. 
Well we have the level system but we get no 
feedback. 
I thought that'd stopped, the levels. Is it still 
ongoing is it? 
Yeah, it should be. 
I thought it had stopped. 
Sounds like communication is a problem, just like 
we've said before. 
Look that's the levels there (pointing to a wall 
display). At 5 you get a letter sent home. And 
then after you get a letter sent home, well they get 
excluded for a couple of days. Usually. Ifit's 
twice. 
It's interesting that we don't know what's 
happening about things. Not getting to hear about 
things. 
That's a barrier to us doing our job well isn't it? 
We moan about it often enough so it must the 
main problem we have. 
1080 Are you iDvolved in any school reward systems 
1081 for the children? 
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We sometimes give them lunchtime stickers 
if they've behaved or eaten their lunch. 
I gave a special mention in assembly. Some girls, 
with 0. being off. 5 girls helped all week, in the 
dining room, putting the chairs up cos we had a 
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HH t:t> .o .. l. 1087 member of staff down. and they were really good N'o(;. .r~~ 
1088 and I went and asked if we could and I got them a Vv.J..,~ J\... 7~~ 
1089 special mention. CY~ 
1090 One of the things we have done is get assigned to 
(.ehb..,,~~ 1091 individual classes and I found that really useful. 
chL.0.I ~( E:ca..tu..., 1092 I don't think the rest of you did but I did. I was ~(J VJ~ 1093 with the Year 2 class and I think that worked well 
6'11.>(Q b~J.. 1094 cos I built up a relationship with that class teacher J..,~ ."...L~ 
1095 and the class. In that sort of circumstance it was - ..., c..w-«- be> w",..-L. ..;... 
A~.iIo>"- .... r~ 1096 possible to bring out good points as well as bad b~l-cJ- (J.~ t G~'J..~-"{;·'''''' 1097 points. ~.~ 
I\:.L-I 't~i<" t\ 1098 Yeah but you've got a class now, do you not find 
.0.\.'>' ttrJ..f. 1099 you've got a good relationship with them? A..)~ d..:" Uv.vl.c..£I) 
'be~~ 1100 I've got no relationship with them. It's a Year 5 1101 class and they don't want to know. I'm friendly 
: i\eel- b:. 'uI..u 1102 with the teacher. It's a good class though. 
I ~e. ..ltI~u. 1103 We've swapped round to get to know more 
Hc...Je. ~ ~-t.., 1104 children and so it's been hard to maintain the 4\e.....f-v~, e>( U\ A..U &)::. (eW:;~ • .()Sh;~J 1105 relationships. 
1106 It's possible that those of us who had the infant b- ().<.w ;:~ of' 
~ e .l;{fr IAWI . 1107 classes found it easier to work with them. c;h~, ~ E:;.. 
~-tIl ~ 1 b.e6-? (;k,1 11 08 Around Easter I'll swap us around again so we get ~;):L ~""J'-c.. 
1.t>~1'~) 1109 to know more of the children. 5..vGO 
~lA. 'w~ -~~ 1110 You know I'm not sure the children like that. I 
1 don't know about the teachers either. 6b"'JM):.~O'\ , 1111 
t)i~,W (.)nM;.. 1112 I don't think the children notice any difference. 
~~ 1113 You told them. about it. But I mean like you say, 
~ c'>(<<I1-I..hen 1114 we go to the teachers anyway so if they see us 
-?r~tJ'\-' 1115 coming into the class, if there's been a problem 
1116 like, the kids think, 'Oh no'. 
~ ",!/.AI' 1117 I don't know. It did help. When we had a wet 
,'-10\: ¥ ~ 1118 playtime I would always go into the Year 2 class 
cL.~...u ..... 1119 and I mean I think they were quite a difficult 
l"~~ 1120 class. There was a group of boys who I think were C\eI\cU/ 
b 't\" hue. 1121 quite problematic. I think it made it a lot easier to 
ceLJ$ n.sh.(' . 1122 manage the class having a relationship with them. 
(6&\ ~~ 1123 I don't know. I disagree with that cos times I think Ch,~('~ 
o..lI.rll.l' '-'l',,,l 1124 they know how to Wind us up, working us. They 
~ l.I.{. 1125 get,to know, the ones that you'd have a problem ~ 
1 OlWe,-, J4:- 1126 with. Which buttons to press. So that's why we 
b, t..{I.-uI~' 1127 need a change around. 
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1128 Is there anything in particular that you think 
1129 would help you to do your job more 
) 1130 effectively? 
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Well we've said about communication. If that was 
improved it would make things easier. 
Sometimes ifH. come to me, say iflike J. got an 
incident, she'll come to me and I'll get whoever's 
been naughty to stay with me but it gets like I 
don't know who I'm reporting to. 
Lot of occasions like that. Mrs C, it's her that's in 
charge like at lunchtime, but often she's not in. It 
was actually Mrs L. on Friday, which we found 
out at going home time. 
So really and truly I think we need to get told. Or 
even me so I can tell the rest of the team. 
I think the teachers don't treat us any different. 
We are like part of the school.lfsomebody's 
being told off and it's, they say, 'Don't talk to 
Mrs P like that'. They do respect us, the teachers. 
The teachers think it's good cos they know us and 
chat to us. We get involved in everything with the 
teachers. If they have social events they ask us to 
go. We feel part of it. They are very open and 
approachable. 
They ask for our adVice. They come, couple of 
lunchtimes. They say keep an eye on blah blah, 
they'll say they've had problems with so and so, 
an incident could happen. They don't ask us for 
our advice but they do approach us in different 
situations. 
If the lining up wasn't going well they mightn't 
ask us what we think would work well because 
they're better at getting the kids to line up than we 
are. They do work with us though. We blow the 
whistle but the teachers are more authoritarian, 
they have the authority, more than we do, to get 
the kids, especially the older ones. 
I've got a piece of paper and a pen in my pocket 
and I can lift this piece of paper out and I just 
have this paper out and I go, 'Right then, whose 
. names is first?~; and they go, 'Dh' and I don't even 
have to write anything down and they're away. 
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The paper goes back. It's going back to the 
kidology. 
What else do you think helps you to do your 
jobweU? 
It's important to keep to your word. 
Definitely. Ifl get that paper out they have to 
know I will do it. There are times when I do write 
on that paper but yeah they know. I do stick to it. 
You have to. Sometimes I say, 'I'll have to talk to 
your teacher' and I'll say to the teacher, 'I just 
want so and so to see me talking to you and we'll 
talk about the price of fish for two minutes', but 
he sees. I might say, 'So and so has been naughty 
and we don't need to do anything more but I just 
want her to see that I am talking to you' and 
they've thought, 'She said she would talk and she 
did talk'. 
Consistency between us is good. We try but 
sometimes we don't always manage it because it's 
a big school and sometimes we're a yard or so 
apart. We do check though. I'll see somebody 
wandering off to one of the others and I'll go 
across and say, 'Now I've said that was dealt with. 
I've told so and so' . 
But were we try to be, the same like, the teachers 
might corne along and say something different, 
and that doesn't help does it? 
They know the ones as well. The children can tell 
you which teacher will let them get away with 
something so .they go and ask them. They're not 
daft. 
Mind the children won't let anybody away with 
anything. I've seen somebody come to me and 
say, 'Blah blah has just hit me' and somebody else 
comes up and says, 'Aye but Mr so and so just said 
it's dealt with', so they don't really let them away 
with it anyway, but we usually just check with the 
teacher. 
We get time for a chat before lunch as well and at 
the end; We're always in about 10 minutes before 
we need to take the children in. We don't always 
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talk about the children though. We have general 
chitchat. But that's important too. We were going 
to have a proper meeting like, every now and then 
with the Head but that's never came off. No we 
haven't had a meeting in a long time. We were 
going to get one termly weren't we? Just to keep 
any problems but we never. 
I think I'll have to look up on that but that's the 
Head as well y'see she's busy. Sometimes if there 
is a teacher offshe's teaching so it doesn't always 
happen. 
But it is good to talk. 
One of the things, it's a slight tangent. But the 
teachers aren't teaching five days a week, I mean 
that does slightly impact on the way we work. 
You mean their PPA time? 
Yeah you think this is Mrs such and suches class 
and you go over and it's either somebody whose 
just been around or it's a supply in and doesn't 
make for too much continuity in some respects. 
It's probably just a bad consequence of this time. 
I don't think the teachers will have thought about 
that. 
I shouldn't think anybody's thought about it 
It's swings and roundabouts cos they're going out 
to do their planning and they need that time. 
The awkward time is when they're lining up and 
the end of playtime and you're waiting for the 
teacher and you think 'Well who am I looking for 
to take this class? Is it somebody covering, is it 
maybe somebody who doesn't know they've got 
to collect them?' Once it's down to one class I 
usually take them. 
Yeah I do. 
You still wonder if the teacher's in the staff room 
or in the classroom or on the way. 
Often we're in a bit of a fog about things. Who do 
. we refer on to? Who's in charge? It's about 
communication isn't it? 
As far as knowing who is in charge. A piece of 
paper 'Teacher in charge today is.' That's all, one 
piece of paper stuck in the window. 
It's because, it's deeper than that If you've got 
5~ v'':''w - ((,em. 
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~~~~ 1254 problems or it's the same issues again and again 
~w> 1255 there isn't an awful lot of point in talking to 
iN~ r.Di~ 1256 somebody who's on for half a day because they 
1257 haven't got any background to the issues and you 
Neu\. ~ I...nOv.l 1258 really want to be talking to somebody who knows. Nu.A- bo lU\o~ 
(h .\O,rv\ 1259 A class teacher really. A supply teacher isn't Gh \.It/.r t.I\ 
l\n:'~(()~ 1260 much use in that respect. I want to know who's in 1261 charge of the school if the boss is away. Is it that G:>O'Im~,~CI\ 1262 teacher or that teacher? 
Anot)(.J.. 1263 Yeah I get annoyed sometimes if we're all in 
1264 waiting and we bring the little ones up and the broA 0"\ - (jJ\/'\C..j uk 1265 juniors just come by their selves. Sometimes you 
~""'*'-~ 1266 know that this certain class shouldn't be and 6>~cI\ 1267 nobody has told you that they are going 
1268 swimming or to a pantomime, or certain things LCLJ- () JO<<-e. 
i tt-l:r~:f~- o~ 1269 like that, and you're thinking, if they'd only said, 
so..:J..: - y, d 1270 'We're in early tomorrow' we'd know. So you're 6rn~W\ 
So. ~~ d.,:.J..,., 1271 kind of asking the children, 'Why are you in?' and ~pcJv, ... ~. 1272 they're, 'Cos we're whatever'. It's not the 
Nc Jl\lkt~,{<1."'-u.. 1273 children's fault but you've got yourself to top doe 
'- 50 ~~, 1274 because there's all this going on. 
-{o bef d,p(., 1275 There's also the little bit of you thinking, 'Aye I ;g:.t M -~)I 1276 believe, you'. Sometimes you do get them, they 
a~~ eI'V\, 1277 try it on. ICs not that you're calling the kids liars, 
1278 irs cos you don't know, cos they want their lunch 
Pru..t.b c.~ <.h ore-? lfn . .h~ 1279 now and not in half an hour. 
I~"~\~ 1280 Yeah it's a lot of practical things. 
I 1281 Emotional tlililgs, watch out for so and so, their 
Ic;~~~ 1282 pet rabbit died today. Sometimes, not always. The ~bD~ <:>4"..1::-1283 children will say, not the teachers, but the other 
-{Dr c.n.U1... 
~~..v:J. 1284 children do tell you. You don't make a fuss. 
~ ho-lbh 1285 Unless they want you. ~I\"V> bo\A.,....Lv;v- -r~~ 
hc.....-.clJ ....... ;,k.. - 1286 You're on standby really if they want you, you're c..h.1A.. ( s ,f-tN,b G"\ ~ o~ fG-rbo y 1287 there and if they don't, you don't You don't push -(~ t\- (l~tW- 1288 the issue do you? 
~jw..", <-I~J :t.r 
(A1~~b.n •. 1289 I'm sure there will be some children whose 
. ,to<'l-" P' ~ l 1290 behaviour in school is of concern. Are you 
(\"~,.'::)~ ~.j'~ 1291 aware of the strategies that teaching staff are I G ".i-- ~J.. 1292 using? 
IS 0 ...... t::~"", 1293 Well some tell you, they say, 'In class when he \ ~.l,jt8"l~ ;;t:;.;Gb 1294 misbehaves I'm putting him in time out for two b~U-A J~ Lt-~ ... 
-(<<.nu, rl-" J;. 
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minutes I want you to do the same on the 
playground so we're consistent'. 
I think that's happened once or twice. Usually 
they say,'Blah blah is staying in cos he's missing 
his play' or, 'Can so and so stand by the wall for 5 
minutes and then when he's been there for 5 
minutes let him go', but they don't generally 
involve us. 
When I was with Mrs E's class there were four 
boys who were a problem. We did discuss options 
like that but it was very difficult to kind of police 
it, to sort of say, 'You have time on your thinking' 
or whatever it was because it didn't really work. 
It is difficult cos the class teacher has them in a 
confined space, fewer children, we've got them 
out there and they could be anywhere. There's 
loads of them but there's only 5 of us. It's difficult for 
us to do the same behaviour things, management 
strategies like, as the teachers. 
We're not too bad. 
One of the problems is that the children don't 
respect us the same as they do the teachers. 
Dh now I don't know I'd agree with that. I think 
they respect us in a different way. 
Well you have to show respect to earn it back 
don't you, so it's down to us. 
I don't think it's as simple as that. I think they can 
be quite rude to us sometimes, the way they talk 
and argue back. Sometimes they even ignore us 
when we call them over but they wouldn't do that to 
a teacher. 
It's just some of them though isn't it? Most of 
them are fine. 
Even though it's a big space we can see incidents 
and we've got the Buddies now on going again. 
They wear fluorescent green bibs so you can 
always see one of them. 
What do they do? 
It's not ajob. We've told them they're out there,' 
they're still playing football but if they see an 
incident, a little one crying and maybe one of us 
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isn't in that area to come and they, y'know, are 
just another set of eyes. They help to collect the 
equipment at the end, the balls and things. It is 
actually working a lot better. It's the same ones 
are on rota. It's set. We had a meeting, they used 
to do it weekly that group and they decided they 
didn't like the full week. It's too much. For a 
child I suppose it's too much time. So we 
decided we'd have a Monday Team and Tuesday 
Team, so I've got five teams and they all do their 
same day. And we find it's working a lot better. 
Yeah we got the kids together and listened to 
their opinion and went with them. Up to now 
it's working. It's going well. I've done a 
reward system cos it's up in the junior end. The 
Buddy board and we're doing every month, 
picking a team. I suppose they all get a go and 
every month they'll get a certificate to say, they 
were not the pest cos we're not doing the best, 
but to sajt~~y have helped more and their 
certifif;:ate goes on the wall and they all get one 
each. 
We often see incidents. 
Over the years we've developed a sixth sense. 
We kind of know something is going on over 
there. If they're all in a gang you can just tell; 
their faces give them away. The faces, they're 
not very good, children, at hiding. 
Yeah they have a face like fat and you think, 'I'll 
just keep an eye, watch them'. 
I think this comes with parenting and you get to 
know the children, which ones are likely to create 
so they're the ones you know to keep an eye on. 
It's tell tale signs isn't it? You just know there's 
something. 
What do you do if you sense there may be an 
incident? 
1373 Hang around. Make your presence felt, saunter 
1374 around towards them. You pretend you're 
1375 watching something else but edging up towards 
1376 them. Sometimes that's enough. Sometimes that 
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doesn't work and you have to get in, especially if 
there is a fight. 
e.~tfl.~ -i-c..o..rr 
rn"l -t.,(..f:u'i ""'..,.. 
The thing I find frustrating is that sometimes you 
can get in there before something develops, 
before a fight starts and you can separate them 
but they won't be separated. You say, 'You go to 
that side and you go there'. 
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They're like little Rottweilers. They go and they 
come back. They just can't be told. Once they get 
it into their head that their self-esteem is, or ' 
whatever, just means they just have to see these 
things through. 
It is important to kids to have their say, to say 
what they want to say. 
Oh it isn't saying it; it's getting a punch in. 
Aye, but we don't really get lots of fighting, like real 
fights, do we? It's maybes arguments and bickering, and 
such. I can't think of when the last fight, proper fight like, 
was. No, it's mainly minor things that we have to sort out. 
Just remind them like. 
We get them throwing stones, or waving sticks about, that 
sort of thing. They just don't think that it might hurt. 
The play fighting's the worst though. They don't 
know when to stop .and some of them don't 
know their own strength. 
Some of the teachers don't even mind it; they 
never stop it at playtime. . 
Then again I think they're not bothered cos 
there's no punishment at the end of it. No real 
punishment. They'll maybe stay in for iunchtime 
but well they don't want to be outside anyway. 
The ones that are going on the Levels, that are 
being sent home, well I've seen them out playing. 
That's not a punishment 
Well the mams don't wimt to. Ifmine were out, 
you'd get them in and tell them, but it's not a 
punishment. They shouldn't be watching tele or 
on the play stations or playing golf in the field 
like I see them. Vknow you think well that's not 
a punishment, so that's why they keep doing it. 
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What do you think that parents think of you 
and your role? 
Not a lot at times. I don't think they respect us 
like they would with a teacher. 
It's funny cos when you do this job it is a 
stressful job attimes because you are all these 
people and a couple of mums that have been in 
relieving and they said 'Oh yeah' and they didn't 
realise what a difficult job it is. I wish we could 
have a mother in every week to just see. 
Sometimes we've had comments, 'Oh they just 
stand in the yard'. The Head of Governors once 
had a meeting and he said we had the hardest job 
in the school, he said because they let all their 
steam off on a lunchtime and he said, 'You have, 
you've got the hardest job' . 
1433 Is it hard, with you living in the area, if you 
1434 deal with a child? Does it cause any sort of 
1435 conOict? 
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Never happened to me. 
It has once to me, on the school premises not 
outside, never outside . 
It could be a difficulty but it isn't. 
But we do have instructions not to talk to parents 
about children anyway. 
Well I never do. 
If they are. If they did ever come an4 try to talk 
about them we'd just say, we're supposed to say, 
refer them to the office. 
Confidentially really. 
After school we should really not say anything. 
Yeah it's about being professional. 
Yeah it's a level of professional. 
We could start World War 3. It's not his fault, it's 
your child, oh it's better left. 
It comes down to they are children. The adults 
fallout and the children are friends in 5 minutes. 
That's it. 
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You know background, sometimes, but you 
wouldn't talk to others about it. You wouldn't 
say like, 'Well you know why he's messing about 
don't you? You should see what the behaviour is 
at home. The dad's always swearing'. We don't 
talk about it. We might between us but we have 
been warned about situations in the past. Don't 
let such and suches father come into the school 
because there's some danger of them being taken 
by the father in opposition to the mother. We 
were told about another that had died and things 
like that so we have really serious cases but 
that's kept in school. It's left here. 
You've got to. 
It can make a difference though to how you are 
with the child. If like you know things aren't 
good between the mam and dad you'll maybe 
watch out for them. 
Think about yourself. Think about when you 
first started this job. How do you think you 
are different now? Can you remember that 
first week? How are you different now? 
Well me personally I was the new girl with a 
team so it wasn't just the children, it was going to 
a new job and I thirik the children were a bit 
scary at first because there was a lot of them 
together. 
It was very scary actually. 
It was excitement and scary at the same time. 
When I started the rest of the team, the 
supervisors, had all been here for a 100 years and 
they didn't actually tell you very much at all. 
Very minimal information. 
Yeah I found feeling lost. 
They were the old school. 
They didn't tell you the routines in the dining 
room. They were the old team. We'd just get, 'We 
know'. We've got a routine. That rota's good and 
we're not on the same job each week. We change 
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~(~.~ 1496 get a turn, which is good like you say. 
) 1497 We could look at the clock and we know what 
1498 we should be doing and where we should be. f..o....b."1~ 
1499 Do you do it differently now? Have you 
1500 changed the way that you do the job? 
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~ ~~.sv'1 fI ......... 1502 learned that it doesn't work. 
u..u-", 1503 You learn. 
~SIf\:tv-A ~ 1504 It's beneficial not to shout and try to keep calm. 
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eJ-,..vJ.,JoJ>.. 1511 alright or would you like me to cut that up for ~y. J-:W~.c.J\c.en fDa- cJ4Iv.ulU\cJ-'- 1512 you?' and they know I'm just being daft but that 
1513 only comes from knowing the kids. 
k.,,~.~ d)~tI\ 1514 And there's certain ones you couldn't do that to 
Ii I>JYI/l.).f 1515 because they look at you. They wouldn't know 
1516 you were just having a joke. 
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1517 When I first started I think I thought I always 
1518 had to look busy so I'd be rushing about doing v-fet'. ~..a.-
~<&. !I.J:. 1519 this and that. But I've learned now. It's okay Ju~ (.....'b-bo v~ 1520 sometimes to just stand and keep an eye out. I 
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(~~ 1524 they can sense that so I don't get any nonsense. (.:.('\fJ-~~ ... W~(l 
1525 Would a training coune have been of benefit? 
lb<A r'- 1526 You learn on the job yourself. 
L-e~" rh\.. u-f...i\VI.' ~~ 1527 Yes, it's got to be a hands on job. It's all right 
~~h.-.(> 1528 reading about it. It's about personal 
 1529 relationships. And children. They're all different, If\Lur,~ <l:ttv~, l(lcL",~ 1530 very individual. lU...k.~Jj....(..) ~ ~~ 1531 Talking can be good, to each other. 
1-1"'c...U-b:> ~ 1532 You get different ideas and you get to know that ~<U"n - c.t:JMmv.J\,,-,-
c~.........r 1533 what drives you up the wall drives her up the ~u..(-#rt-\:..tl.Pw ~ 
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wall too. 
We need to be there for each other. 
We do talk to each other, b.ut while I'm talking 
I'm watching over a shoulder to see what's going 
on over there. 
Hyou could get some training, what do you 
think might help? 
Things like First Aid. 
Drugs. We've found needles in the bushes. 
Sometimes I think I'd.1ike to do something about 
sorting out the ones that really mess about. Y'know 
the ones that don't seem to respond to anything we do. 
There's always one or two in each group. 
Even a whole year group sometimes. 
Some of them though the teachers can't even 
control. 
I'm never quite sure how to handle a fight. I 
mean how do you wade in, without getting 
yourself hurt and without hurting the child? 
I wouldn't say training as such but maybe 
something with the teachers so we can kind of 
spell out what we do and just sort out what they 
expect of us. 
And what we expect of them as well. 
You're right. I think time to talk like that would 
r\~ E:.a 0' 
DtJ",,,- (e..-..h 
i.A~-i~ 
~ a .JO;~ 
be good. 
But then the meetings -with the Head haven't 
even gone on have they? 
N 1...A.. 60 c.-nt4'1W':~ 
ku. ~J"<.. 
Maybe we should take the stand on that, get 
something going again. 
Yeah but I sometimes wonder what's the point. 
I worry sometimes what I'd do if a child came 
and told me something really personal, sensitive 
like. 
What like? 
Abuse or something. What should I do? 
Well yeah because they do talk to us. 
I know one little lad told me about his mum and 
I think she was maybe drinking, so I just went 
and told the Head so I don't know what 
happened then. 
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1575 On balance, don't think about a particular 
1576 day, but generally how would you describe 
1577 your feelings about your job as a supervisor? 
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Enjoy it, frustrated. 
That's different. It comes when you walk in on a 
morning and you don't know what's ahead of 
you. I think, you don't walk in and think, 'Oh 
it's not going to be a good day. Can't be 
bothered going in to work today', more than you 
would normally, because we all feel that a bit. 
Wet playtimes are the worst when you know 
they've never been over the doorstep from when 
they've come into school. Some days there are 
feelings of dread, when it's a wet day' and you're 
on juniors. 
I don't mind wet playtimes. 
No he likes them. 
I must admit I cion't mind a wet play. I hate it if 
it's going to be the full week but the odd wet 
play isn't bad. 
No the odd one isn't. 
The junior end is a different story. 
Don't like wet juniors. But the Head said she 
was going to try to get them in the hall, all the 
juniors, and I think that would be easiest because 
there would be two supervisors in there to watch 
them. 
I think there would :be a riot. 
But there is a riot in the class. 
I think sometimes you put up with a little bit of 
that because that helps them. If they throw things 
it's mostly just paper aeroplanes but you have to 
draw the line. If part of the idea is to let off 
steam. then you have to allow this. It's when 
they're running over the tables. 
That's right, you have to draw the line but a little 
bit of boisterous behaviour, even in the 
classroom, is acceptable for a Year 6 or Year 5 
class. It's when they go up and down the 
corridors trying to find somebody in another 
class. 
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Getting back, describe your feelings about 
your job as a supervisor. 
Well, it's like we said before, it's a challenge, I 
like the challenge, every day is different, there's 
always something different isn't there? 
Well if it was that bad I'd hang me pinny up. I'm 
not that desperate for a few quid. 
Last week J. came to me and said, 'I'm that far off 
hanging my pinny up', and 1 could see she was up 
to top doe. 
I'd really had a horrendous day. 
So me being me 1 went and made her laugh and 
we went down together and sorted the problem 
out but there is days when I must admit I think, 
'What are you doing here?' Like when the 
language is awful, there's·arguments and I feel like 
1 can't control. 
Yeah if you feel that they've got on top of you 
it's catch 22 because if they think they've got on 
top they seem to keep going and they know 
they've got to you. 
But at least we can be open enough with each 
other to say, 'I've had enough of this'. But we 
don't get many days like that. It's good though 
that we can say that to one another. 
I'm sure there are some teachers who wouldn't 
want to say, 'I find my class difficult to manage, 
I can't cope'. It would be like saying they 
couldn't do their job. 
Obviously it's confidence that we've got. 
And it depends on how you feel, if you're not 
feeling good, it depends on the day. Like last 
week I was starting with a cold, my head was 
thumping and the last thing I really wanted was 
to be here but obviously I was and I could hear/ 
the noise in the dining room. Any other day 
it wouldn't bother us at all but my head was 
pounding. If you're feeling a bit off, problems 
and things, it makes it harder. 
The pay isn't brilliant but you know what you're 
getting when you take it. So there must be 
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something about the job that we like, cos it isn't 
the money. I think we must be drugged. Think. 
we've been hypnotised and keep coming back. 
No, it goes back to liking the children and 
wanting to do a good job. It's an important job 
that we do. 
Definitely, because we're letting the 
('--lH,ksl. 1676 
teachers have their time and the teachers do need 
and get back to it on the afternoon. I think as 
well there is some mothering and fathering that 
we do. It's like when that mother died a while 
back, the younger of the two boys used to come 
to me for a little hug, quite often he would come 
he wanted his mummy. I told him I couldn't get 
him his mummy and couldn't get him a new one. 
I said that ifMonison's sold new mummies I 
would get him one but they don't. I said I know 
it's terrible but we can't do anything about it but 
come for a hug anytime you want, and he did. 
For a while. It was nice to know that you were 
there. And if the other kids said anything I would 
say he was just having a dose of the miseries, he 
was feeling miserable and that was as far as I 
would explain. He was only little. 
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Yeah they come to you if their dog's died or the 
Grandmother isn't very well. Or even the fish. 
That can be quite dramatic. 
Yeah but it's important to that child isn't it? It 
was a really horrible day for her. Her little face, 
she loved her fish. Bless her. 
1687 H a miracle happened overnight, you went to 
1688 bed and woke up and realised that through 
1689 the night a miracle had happened. 
1690 What, I'd won the lottery? 
1691 No, much better tban that. You came into 
1692 school and this miracle had happened where 
1693 your job was just wonderful. Everything 
1694 about your job was just perfect. What would 
1695 that look like? What would be dif'ferent to how 
1696 it would be today? 
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The children wouldn't be in school. They'd all be 
off. Bless them. No, the children would just be 
what you would expect and want children to be. 
Y es. You might section me after this but I 
wouldn't want anything to change. 
Oh I think I would. 
No I wouldn't actually. 
No, I'd like children to listen to you. Some won't 
listen and they won't be told. 
Oh yes, but you're never going to get them, 
because you're always going to have some that 
don't. 
Yes, but remember we've had a miracle so that's 
what would be different. 
I think about 60 or 70% of the kids are perfectly 
normal human beings and they do things you 
would expect them to do. Sometimes they just 
push things but that's okay. It would nice if the 
other 30%were in the same kind of frame of 
mind so you would think of them as nice 
human beings and they could behave in society 
like everybody else does. It doesn't mean that 
they have to be identical and perfect and clones. 
No, just amenable to a bit of suggestion and to 
think for themselves. 
Yeah some of them get so fired up you've hardly 
got time to say, 'Now hang on'. No they're off on 
one. A lot of that comes, when you listen to 
them, it comes from the parents. They 
might say like, 'My dada says do this-if 
somebody does that to you, you hit back'. You 
challenge this but it's hard going against 
the dad. 
It's not sorting it out by non-violent 
means and go to the dinner lady or whatever. It's 
reactive. They hit you so you hit them. And 
we've got to deal with that as well. We're up 
against the parents sometimes as well. 
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.735 H the miracle happened, how would that be 
.736 different? 
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If the miracle happened there would just be 
you out there doing the job. As it stands I 
think we're all right staffwise, aren't we? 
For the number of children. 
H the miracle happened, how would things 
with parents be different? 
They'd leave us to get on with our jobs. 
Sometimes they tell their kids not to listen to us. 
I'd like them to tell the kids off if we have, just 
like we used to get from our Dads. 
How would you feel about the teachers being 
out on duty with you? 
No, no, no. I don't like it. There's one teacher 
who does come out sometimes and he gets in the 
way I think. It confuses things him being out 
there. 
He plays football. 
But it's hard to know who's in charge when he's 
there. Is it him, as a teacher, or us? 
I disagree. When he comes out he's not standing 
like. I like it when he's playing. What I don't 
like is that he doesn't recognise his role when 
he's playing. He's behaving like a teacher and 
getting involved in issues that he shouldn't get 
involved in. 
Yes that's fair enough. Some others, some 
teachers come out but they sort of brush 
everything off. They leave it to us and say, 'It's 
not my concern at this time. Go and see a dinner 
lady'. Sometimes I feel like, there is one person 
who comes out, and I feel like she's watching us. 
Yes, I've had a word about that and it's gone 
higher. 
I know she's got her own daughter out there but 
we've all had our own out there and you've just 
to separate out because we've always like, if 
A 5.>vJY)pb ",,» u-bau-k 
p6.f~.1 
~ .... ""f""'" <>~ 
s~~ 
Ou.>f'I~ 
6~ J,c.o.f w~ iJ U\ 
&r't) .... 
("J. eo u.u'tl 
44 
1773 there was trouble going on and it was J.'s son, she 
1774 doesn't deal with it. 
1775 I've always maintained that and now my 
1776 grandson's here and if there's incidents I just 
1777 pass it on cos at the end of the day they are yours 
1778 so you've got to pass it on. Keep your personal 
1779 life separate. 
1780 What else might be different if the miracle 
1781 happened? 
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I'd like more toys, but the miracle would be that 
they didn't get broken or lost. They would stay 
here after play. They wouldn't disappear. 
I'd be interested in the quiet area. We've got this 
quiet area at the moment that doesn't work as 
one because it's quite a good play area. They 
climb on the benches and play there and it's too 
noisy and they're not supposed to. At another 
school the quiet area is differently structured. It's 
separate and it has a sort of gazebo. 
I have asked for a roof for ours where they could 
sit but there is laws. Like if anybody had to go on 
the roof, or like a burglar, and they stood on that 
and fell through it they could sue the school, 
which is ridiculous because they shouldn't have 
been there in the first place. So, it all boils down 
to rules and regulations. But I did ask for the 
summer time for a canopy that can go in and out. 
If that comes ofl'well I don't know. In this 
school there isn't any shade if they need it. 
Yeah we'd like toys, a quiet area and some 
shade. 
The quiet area should be better enclosed. Ours is 
a bit stark It could be a nice area. You could see 
them from the windows in the school. But a 
quiet area could even be plop in the middle of 
the playground if we set it up right. 
There's not a lot of seating. We've got those 
railway beams and they sit on there. The bigger 
girls like to sit and have a natter because 
otherwise there isn't anywhere for them to do 
this. It is good but it's not the best place because 
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it's a bit muddy there. We could do with more 
seating really. 
I think even the markings, like hopscotch and 
that, real games are little used here. We showed 
them how to play two balls, me and J. with the 
girls, and they had no idea how to. 
Per~onally they don't know how to play is what I 
think. They do skipping. It's seasonal. They'll go, 
'Oh great the skipping is out'. But the boys, it's 
football, football, football. They don't change. 
But we have had a bit of change to rugby. That's 
our new one. 
There isn't a lot of time to teach them games 
though. 
If the miracle happened it would be nice to have 
time to teach them some games and things. 
They do it for so long and then get bored. 
It's a fad. And then the tennis starts and they 
have a go at that. We are lucky we have got a lot 
of space. But there's Qnly one stretch of wall they 
can use because there's a lot of windows. They're 
competing against the footballers with that, 
who volley the ball against the wall. 
We've got boys in the netball team but our posts 
aren't fixed in the ground and the little ones 
could be hurt if they fall. We've asked for them 
to be fixed but it hasn't happened yet. 
One of the teachers can be a bit protective over 
the equipment, 'Oh you can't have the netballs' . 
She didn't want them to unless she was 
supervising, but she never does. They were 
perfectly responsible though. 
They do need a net to throw a ball at. They've 
got a choice then, whether they want to play or 
not. 
We do need to help the children to play. I think 
that's part of our job, about showing them things 
like sharing and taking turns. It goes deeper than 
that cos the ones who don't know how to play 
are the ones that don't know how to socialise 
1854 either. 
1855 Some want to sit inside as well. 
1856 They can't play in threes cos then it's like, 'She's 
N,,~ U"a.."\~ h <>w t::I:I 
~ I ~ .... fuJ.-"k "" 
c.y,O,(..A.A 
5eU?ON I~ 
C;eAJ-t.r 
o o(h;Il...b .. /I. ct ·fotl, .. 
-100 ~wJ 
(~~ rolL • t .. t.c..... 
yV>1~ 
u..,.!,A..ruJ ~.t:J. 
~eful:;. {~l. .i,,""~ 
~<t.lt'f.I\ u.(e. (c.{",-u.< 0 
I:::I'wut ~ 
46 
50~cL~?~ 
er....b~ ~w~ 1857 my friend and why's she playing with her?'. And 
1858 I say, 'Well Mrs F's my friend and Mrs C. is my 
l~e.J. 1859 friend. We've all got more than one friend'. It 
f,-~ ~ {~.:Wt-1860 seems like you have to sort problems like that 
1861 out. They usually come round. Social skills are 
S.:u....L ~~ 1862 important but for some being inside is like a 1t1~.-tk (~e... fo' 
1863 refuge for them, they worry that if they go out ~ 
\I{Kk ~ ~ 1864 they won't have anybody to talk. By being in (~t. 1865 the cloakroom they kind of, they know that they're ~ti .. "1 ~~ tAb tf'. fa...... 1866 going to be thrown out by one us but they get 
j...l~· 1867 an interaction. You fmd that more with the girls C; e.<1o..-«.I' w-.J.... -1~~ 1868 though. The girls are more, the boys don't seem to <!l...f....J::6J=i o1J 
Cr~W 1869 bother about playing in 2,3,and 4's. 'She's not my 
('.J' 6_.lI\>'(' be> 1870 friend, she's gone off with her, she was playing 1:-o .. <oJ c.h,~ V\ 
f~·;"'d· 1871 with me this morning'. 
I C~~~~~ 1872 I can't cope with kids who tell tales and ones that i - <.oJ\ oJ.:"" k. 'ktl.P"l -~ I 1873 go on like that, about friends. It's the same ones 
i <;w.v 1874 as well. You get the boys who have a little fight 
~oa~...-u 1875 and blah blah and then they get into a certain 
r oc:f&, u.ll... U. 6.. 1876 year and you never see the fighting again, cos i~ 1877 football. The football kicks in and that's them. 
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1878 So, if the miracle happened? 
\J~i~ 1879 Well they'd all get on. They'd share everything. Gh,~c./\ sf:w.L. I.A.. 1880 They'd try different things, not just sti.ck to the (-.bf\c.o ~ f~ 
~.~(Yt;~ 1881 same things every day. o.M. .s-.....L.....ki..." 
rh ~ be. v,GI.NC. 1882 I'd like to see more of them mixing. 
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~~ 1883 I think they need to have their little arguments N .. rm...lb <1 1884 though don't they? They need to learn how to sort L~"'r-- 1885 things out amongst their selves. 40~ - c..e..J'V'I ~ *"'~ ~. 1886 Aye, but they need to do that without it getting out 
1887 of hand. 
N)d~ beo ~.,.J. . 1888 I go back to what I said though, I don't think too ~o.L..nc. ~ v;~ ~ 1889 much would have to change for the miracle. It's ~J..E:i1?lAb 
1890 not too bad. 
1891 Is there anything else you'd like to talk about 
1892 in terms of the purpose of the lunch period 
1893 and your role? 
1894 No I can't think of anything, I'm all talked out. ~"t:- l?"",,''3 ti~ f .... I ->"""., ... >. -~. . 1895 It's surprising isn't it, when you get started tw.t.- / r(j(-cJi.", 
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1896 there's so much to say. I didn't realise just how 
1897 much we did. 
1898 We should maybe ask for a pay rise. 
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/ Appendix 9 
/Annotated Ve'rslon of Interview 2 
Lunchtime Supervisors Focus Group Interview 2 
Transcription conventions: 
• Researcher questions/comments are in boldfont. 
• Noises of assent (e.g. hmm) have been removed, 
• Names have been altered to anonymous initials. 
When I arrived 'I noticed that you were 
meeting in the little foyer before you 
start. WhY' do you do that? 
Just if there is anything tlat we need to tell 
one another. Ifwe'v;e got a problem or a 
query or such like we can have a bit chat 
about it. 
Yeab, it's normally about ten minutes 
before. 
We have a chat about what we've been up 
to as well. Cos you need that really. Well 
we've become lik~ friendS haven't we? We 
kinda look out for each other. It helps like, cos if 
I know something's gone on at her house last 
night. I'll know that she mightn't want to be 
both~red with things, so I'll step in if there's a 
problem. 
Yeah we do, .sometimes like you barely 
know one another's in cos you're so b~y 
seeing to the kids. 
It may not even be more than, 'You alrlghttoday?' 
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I was thinking it's not right really is it? ~ m~ anybody 
could walk by and hear what we were saying. 
Cu./tLf' 4W1 ~ 
(~~a. f" ..o'~' 
l'-~1&(~ to Aye but we don't talk loud like. 
,No, but ifit's something confidential we should thiIlk 
about that shouldn't we? 
We should go somewhere els~. 
What, like the staffroom? 
And make us a cuppa. 
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Well the Head has said we can go and get a drink. 
I know but you don't like to do you? 
Last time we met, you sometimes referred to the job 
as 'dinner ladies'. Would this be your preferred title, 
instead of lunchtime supervisor? 
Well straight off P d have to say being called a dinner 
lady wouldn't be good for me, being a man. But joking 
aside, it sounds a bit, I don't know, like not much of a 
job. I think lunchtime supervisor sounds better. 
Pd agree With that. We don't just look after the dinners 
do we? We're there all through the lunch. 
We are, but we do more than just supervise don't we? 
Like for example when we play with. children, that's not 
supervising is it, really? 
You're right there. It's like what we said last time. It's 
about being the wind beneath their wings, in that song. 
We set things up, we encourag~ and we praise, and we try 
to make sure that the children are playing and getting on 
with each other. 
Well it's what they need when they're up, adults like. 
They can't go on bashing somebody who has taken their 
pencil in the office now can they? 
It's hard to know what to call us, well what would be 
polite that is. 
I don't mind being a lunchtime supervisor, it's better than 
dinner lady. Some are called mid-day supervisors but 
we're not there through the afternoon so to speak so that's 
a bit confusing. 
We could get ourselves a fancy title that means nothing, 
like facilitator or something. 
What about Lunchtime Dining and Playing Consultant 
Specialist? 
That'd be right. It"s a right mouthful anyway. 
Is there a tide for your role in'theJob description? 
64 What job description? I've never seen one. 
6S Neither have I. 
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I haven't but then I didn't ask for one either. I just got on 
with it. 
When you took the job did you talk with the Head 
about what she expected? 
Now, that'll make me put my thinking hat on cos it was 
years ago. I think we did to some extent. But I think it 
was just about making sure the dinners go through 
quickly and making sure there were no fights. Use your 
common sense really. 
I can't really remember much either, it was probably the 
same. 
I didn't ev~ get an interview like. I think they were just 
so pleased to get somebody to do the job. I don't think 
I've turned out too bad though. 'Well nobody has said 
anything to the contrary. 
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No, but we don't get told we've done a good job either do , f 11.... 
we? ~<...L a Q. Q..~' 
To be frank I think there's people in the school who are fv...(:..r",,~ ~ o-f(-'?I 
just happy that we turn up each day and babysit the ~... eo~J.; ~ f~ 
children. 
Oh I wouldn't agree with that. I bet if you ask them they 
would say we do "a lot more. We should be more careful 
not to put ourselves down. If we do it, others will surely 
follow suit. 
Let's think back to the lunchtime when I was 
observing. I noticed that you would bend down and 
talk to the chUdren. Can you teD me about that? 
Co..A cL.r~I'~ ........ --; 
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You need to get near to·the children. f 
I always think it'.s nicer than looking down. ~ - s ~ ~( 
That's it. You're on their level then. CiJ.) ch(~" :J..DI";~ 
t1. . ~ It does hurt my knees though. I~ ,.r4,'f' _ 
I sometimes get down onto my knees. f~ . _:~::. ~'(.d.. 
Oh I couldn't do that . ~,.c-.. ..A. ~'ICV\.H ~ 
I like to look them in the eye. WhenI'm telling them off r ... <..., 
it sounds more like I mean it and it's the same ifl'm t. 
saying something nice to them. -;Je ,,~~ct -
QSl c..r611tylc..I.I 
3 (~~r 
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Some of them don't like eye contact though do they? A~w?t ph--u o..PCMk 
Well no, they're maybe not used to having nice things ... I.J.,.~ e (_'"' 
v, ,...,,, <cr' ) "":v I l/IUI.. 
said to them. . 
Some of them can't cope with i4 even when you tell them o.r.~~ ~ 'WOI 
off they might smirk, cos they're embarrassed. (<..J.iL~ ..... 
That's right and you've got to learn not to get annoyed by ~ cJ.~ .own 
that.· . (~~f#'J~. 
109 One or two of you pu. your arm on their shoulders. 
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It's more for like comfort. 
If one of them was maybe hurt at football, you reach out 
and touch them, for comfort like. 
And you give them a clean tissue and you might say, 
. 'Look there no bleeding, everything's okay. Breathe in 
your nose not your mouth'. 
I often say something, like, 'Is it your ball you're all 
playing with today? Oh whose is it then?' While they're 
thinking about what you've asked them they forget 
they've hurt themselves. 
It's a mixture of codology and mothering. 
Yeah you have to calm them down. It's often more of a 
fright than anything. 
It's often not the actual injury that makes them cry and 
they just want that bit of attention, just for a minute or 
two. 
I was thinking, when it aoes happen, I always let' the child 
initiate it. If they want comfort, they'll come and they'll 
maybe lean against you. 
You're right, and I think it depends on who the child is. 
You have to !mow them to know whether they want 
comfort, and how they like it. 
Sometimes I might just touch their forearm, and that's 
enough. 
I often tap the shoulder. 
Ifs often the little ones that like a bit cuddle. 
Imight sometimes say to the bigger ones, if they're being 
silly like, 'Do you .want a cuddle?' It soon -stops them. 
As I say I'd always wait until they initiate it I think we 
need to be careful but it's not something t worry about. As 
4 
k: (\ ~ GV\..J.. 
uJ\J.U1 kv-J... 
_~.r.~..J... 
J,~ 
(h....i s: t..L u>kJc 
;" ;Me"~<': ( L..;1/'~,.~.~ 
A.J ~ k(:r:v, <J,r 
C.:AO~;>C1t. 
HIJ.Ih~ 
M"tkF b-P aJ..A., 
""p~ t;p 4-\c>l\..l . 147 
148 --1'tA~e.r1 p£L/CAk 149 
(p/.L - ",~#1150 
(d1e..fo 151 
l' 152 
153 Ill. -b~ ~ 1iJ.t ........ ' IV! 154 
AJ' c.l.,W<f~ 
t.. t c...h. j)~ t1l 
~ 
f (ott.k 
(t(~;-,,,­
u.-.("tw, VI 
155 
156 
157 
158 
159 
160 
161 
162 
163 
164 
G.N'~(\-$1i.I',t ~ 165 
166 
C /iJe.. - ~ h , vi ..k 167 
~().(\t.r 168 
bv..N1w-1 169 
170 
173 
174 
175 
176 
177 
long as they're happy. That's what we're here for. 
We sometimes pull them along like when we're playing 
games. I know you've got to be careful over physical 
contact but it's not hitting them or anything. 
But it's like mother to all, mother to none. You've got to 
be fair. Be there for them like, but not like their real 
mums and dads. 
Do you think the physical contact is important? 
Well it's like we said before, we're not quite teachers and 
we're not quite parents but we're a bit of both so you 
have to ask yourself~ 'Ifhe's upset what would the parent 
do? 'Ah well she'd maybe give a bit cuddle and a chat', 
but then, 'What would the teacher do? 'Oh well they'd 
maybe distract them and get their minds off it'. So you do 
. both really. 
We're in-betweenies. 
You have to be there for them, especially the little ones. 
Ifthey~re heartbroken you have to reach out to them don't 
you? 
They just like to feel as if they're protected. 
I think sometimes others, teachers and that, get too 
worked up about the contact and worrying what it means. 
I think: you should do it if it's needed but be sensible like, 
not in a room by yourself. 
You've just got to use your common sense. 
It's not just about giving them a bit of a cuddle though. 
You've got to be there for them all of the time. You kinda 
show them that you care through little things. Like having 
a bit of banter with them. Showing them you've got a 
sense of humour. 
You have to be careful with some, they take it too far. 
Aye they do that. 
You have to "e open-minded in this job, some of the 
things that you hear. 
Y cab, it would be no good if you were easily offended. 
It's not just the things that you hear them say about their 
own lives but it's what they say to you as well. 
Aye sometimes they say they hate us. 
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That's cos we've told them off or such like~ 
The teachers wouldn't put up with that though, but we 
have to. 
Mind, I think if you're polite and that to them they give it 
back. 
Some do . 
Oh I don't know I think there are a lot of them that do. It 
goes back to you· have to show respect to get respect 
doesn't it? 
1"87 You mentioned before about being by yourself. I 
188 noticed that for much ofthetime you were all stood 
189 on your own and didn't really have children holding 
190 onto your bands. 
191 No, some of them do. One who does was off today. 
192 It just depends, on a nice day you might have them 
193 1!anging onto your pinny tail. 
194 She's playing a game with them y'see. 
195 I say, 'Have you seen so and so?', pretending like, and 
196 the kids shout out, 'He's behind you'. 
197 It's interesting that you mentioned playing. There ~ 
198 some play with the children with footballs and ropes. 
w~·~ 199 It can be difficult, you have to be watching all of the time 
but they love it when you join in with them. Ol,d . t..~e. b- 200 
c4> E1-.;) ~ ~-201 
c .. kw"'- (Pve. 202 
f~jV'l j~"'') 203 
t::\.cI'" 204 
, rl> J 0,,", .VJC 205 
5 o()-.L n.uJ- 00-0f'C- 206 
b;,....c.. 207 5 eJ::.. v..l (~ 208 J\t-~d\S 209 
210 
Su> 211 212 
t..,....k. tJ..-......~cu 213 \.t\'\ thl.\.. ~ 
p(~. 
Even if you just get a game going and then kind of bow 
out gracefully so to speak. 
There are some who like you to maybe kick a ball or 
throw a ball to you. Often there's ones who have 
particular issues so you have to give them some time. 
But you also have to try to engineer situations where 
somebody else joins in and takes over for you so they've 
got somebody else to play with. 
They do think it's great when you play with them but it's 
not t()() good if my attention is directed somewhere else 
and not at all of the others. 
I sometimes just sweep around with my eyes and shout 
out, 'Everybody alright?' just to let them know I'm still 
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214 there really. P er..>of"lCo\. Pr~~ 215 I'll maybe get the game going and then say, 'Oh this poor 216 old dear is tired can you keep it going for me?' {o.. c.:..L..\-t...t e Sttt0~4 217 Socialisation and friend problems, you've got to watch 
.,5ptv...(,.J .,.J:l" 
fx ..r.l. . f/,"/IWWI 218 for that. Sometimes they may come and stand and watch Uo.b.h 219 and you know so you'll maybe invite them to join in and vJ~· 220 sort of ease them in. I~(.(.'.J..~~ (1.; e...J... ...h,W f/\ 221 Or you might try to get them involved with another game ~0vJ J,t<....u 
222 instead of standing with me. 
S.:]wA. l -f ~ \j~ 223 You have to watch out for signs of bullying as well. rro\>( 
~ULlj3 224 There's a few quiet comers wh~ they could easily get H,~ c..orl'\ 225 up to something so you watch for that. f3~,~ G.MtJ:::. <..D((I.AJ) 226 That's where being approachable helps doesn't it? I've 
AVf(D~v.. 227 had some come and tell me if somebody is getting at A. f( (0 ",.)0. .Ju 228 them. -rr~1::. 
229 There seemed to be a quiet area and some playground leA..1, oMIv{ 
230 markings. I (lon't think I saw anybody using these? '-h,~ 
tJ~ u.('':j 231 No they don't. None of it is set up right. I don't think O(Jo.J\, ~l Of' n ~\\eI> 232 anybody has really talked to the children about what a ~~v. (/') - > '" IJ SeJc, Jc; u..f 233 quiet area is. , VA~tf'1~0 . 
r'j~ 234 Well it doesn't even look very nice does it? It's just a 
~ ~ be '-h,lWv\ 235 couple of benches in a comer. A'Cct' ~J:l1M- ~..Jr 
'1V 236 And they like climbing on them. 
VJ- 'jI Jh~ 237 It's a shame because some of them do like to chat but V 6-(1 ~ I (':Lv. C::>"k... n I U!.. ·238 they can't really go there. a () HJ,.. . Cl.t:ht1;~ 239 I used to keep telling them. to clear away but I got fed up a.,cJ:. 
C'r-l6..kb'\~ 240 of doing it. I was like a broken record. 
SeJc., .x ~ 241 This is where we need to set thiIigs up with teachers. ~o, I..U\'.~ ef\. \.0-
w ~ t.ea.It1a1j ~42 Aye have ~e a big thing made of it. ~a.~e.rJ, 
. 243 The school should have tried to make it look nicer. 
5'O)o~l (~pC)t,b,~ Well that comes down tQ money doesn't it? ~ en Q.J..../ tkcJ..9.. 
M p,,~ 245 We've got a PTA, they could have been asked. ("~~~~vL~ 
246 But who would ask them? (~~ 247 It's not down to us is it? 
248 The Head could. 
249 What about the Sell-rol Council? 
7 
250 You seem to have plenty of .ideas about improving 
251 things. Who do you to talk with about these? 
NkQv.J 252 
p~bo 253 254 
f(7ct.QJc:. 255 
Will. (~C)\J t-cu 256 257 
~ o.J.s1- 258 
\)R... ~ 259 
Oi~~ J.... -Nt 260 
L~beI..~ bo· 261 
H~fo..o 262 263 
th«.· J.- Lu.v.>~ . ...t.. 264 
~ os. - r.J...~ . 265 
I don't know. I sometimes feel like it's not our place. N~ p....r ~ 
I don't think there is a lot of interest if I'm honest. I think bo Sf'~ 
the teachers have got so much on that they just want to ~c:..~'-
leave the playground to us. L-Q.o.....rc. ~ ('OvJ 
It's a shame though isn't it? We can see how things ~" s......f~IJ./V'·~ 
would be better. W,- '-'to.) ~ ~ 
But we've said things in the past and nothing happens so 
you just get disheartened. I rtI (('0 ..rc-
Perhaps we should just do s()me of the things that we D.; ~ h~~ 
think would be better. 
Aye and that'd be noticed and then there'd be hell to pay. QufUf\h.¥ a t-ol: 
I don't know, we sorted out a rota between ourselves and 
the Head thought that was a good idea. She even said 
she'd leave it to us. 
266 Some of you s.eemed to work· in the Hall and some 
267 were outside. Can you talk about how you organise 
268 that? 
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We have a sort of rota. We change it each week. 
It gets you involved in different areas. You get to know 
how things work everywhere and not just your bit. 
When I first came here everybody had the same bits of 
jobs they'd done foryonks and they were like so 
protective of it and you couldn't change anything. They 
wouldn't help you if you were stuck or anything. 
I think this way's better because we work more together 
and we all know what's going on. 
Don't get me wrong, there are some things I don't like 
doing but you know it's only for that time and you'll be 
moved around soon. . 
You get to know more of the kids that way don't you? 
Yeah or don't get bored. 
Sometimes though if you're out first and it's not a nice 
day and the kids are playing up it can seem like a long 
day. 
. And if you're last out you might only get five or ten 
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minutes outside. 
And if you've got a freezing winter you might get 40 
minutes outside. 
w~ eoM..:h(1l 
Lfr >v/ll1l'.JIWf"1 
I'll be wanting a change then. 
There seemed-to be some areas where the children 
could play and some that were restricted? 
The Head decided on that really. I mean the field is 
massive so there's plenty of space there for them, and 
they've got the playground so they don't re81ly need to go 
anywhere else. 
Most of the time we can see them and that's what's 
important. 
Unless they're, in the bushes. 
Where they're not meant to be. 
We do need to see them though, it stops problems. 
You said the Head decided on that. Would you have it 
any dift'erent? 
No, I don't think I would. 
But if we did find something hard, let's say she decided 
they could go round the side well we'd have to say. 
They can go inside for the toilet and that's a problem, in 
the junior end anyway. 
Yes but you can't stop them using the toilet can you? 
Why can't they use1he infant toilet? It's easier to get to 
and we could keep an eye on things. 
I hadn't thought of that. 
Talk abo~t the areas that the chDdren use to play in. 
Well there's the big playground like, and the fields. 
They're very lucky to' have so much space. 
Aye but it still causes bother because the bigger boys 
have the main football game but won't let the little ones 
join them. 
No well I can understand that, because the little ones 
would get hurt and they can't playas skilfully as the older 
U<.vl~ <1 S( Q(.C 
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) 321 ones. 
""<1''- i.s 322 Yes, and they've got the smaller yard or that bit of field if 
u,..rvc.- 323 they want so they've got choice. o,~i<-e.-
324 I think they just like the status of being in the big boys' ~~ f~6.J,.L~ 325 football team, that's what it's about 
~ 326 I get fed up with football though because you only have f~cJL .j<aMC-
~coOI~ "c..<"U.. t 327 about 20 or so lads and they have most of the playground f.u f:ri<..ki~.) fp 5( r.u.- \?~ ft.t.l 328 so it's not fair. The girls can't get a ball and throw that 
P~. tM~r 329 around for fear of getting a ball in the face off the boys. J~e~ 
330 You've got to watch when you walk up that area. ~ir4 ("<..stv'r~ 331 At least it's up,away from the other bits of the ~ fc"''»- 332 playground though, not like some playgrounds. S~~ N1LA-d~ 333 But wouldn't it make a nice change if they played 334 something else? .f~ {foo ~ ~h:A.. 
335 But why, if it's what they enjoy? 
6....k~~ 336 I suppose. I don't kriow, I just think they could do ~ ~~-sn~ 
-UI.L:J 337 something else that's all. 
338 Like what? bL..~b- ~'J 
f ocl:::b~ d.l:>Q&~e., 339 Dh I don't know. Play Dr Who or something. Use their ~~MDr--t-340 brains a bit more. Mix more with the girls and the' 
().{~p~. 341 younger ones. Have a bit of a chat Bit of variety would j00-oJ:..s<b 0'\ 
~.,t1r:t ~o..yf.. 342 be good that's all. 
~~~I o.rd-~ p,;x~ ~ 343 What about those silly young boys though, all they do 
,tlA ';'#ur;F)./' 344 every day is run around and chase each other and try to u .s,~ - foi,..f:JA 
~ ~tr 345 wrestle to the ground. 1'J:lat'sjust the same a lot of the 
:J0Vlj . 346 time. (t....(\(li~ W(~.J I know, I know. I guess what I mean is it would be nice to °ftu~~ .Sc ~ tt p~. 347 
wy\UW 348 see them all doing something different for a change. You ~~u. 
...yO d: WC2F ttJ.. 349 never know they might enjoy it 
350 Perhaps that's something we do then; ban the footie and 
So{QfI/I.dI ~ 351 put on different things. 
~~. 352 Dh yeah and have a war on. 
L.oIlS......lJ:; Uos» 353 Well we could talk to them first. You never know they 
c..n./...JM'u f'~ ,yo-U-~u,,~ 354 might have some ideas of their own. Like we've said 
- .s.e..cz..L E:J,...n;..r 355 before, they like it when we start a game. They usually 
~ 356 join in, even ifit's only for a little while. We could try it 
357 anyway. ~(tfc..r!ULto e{efc/~bo~ 358 Anything's worth a try. Change is as good as a rest as 359 they say. ~··~f.t~ 
OJ\~. 
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360 The children had lunch and then some time to play 
361 outside. Do you think the timing works okay? 
-r.C"1;~ fi"'" 362 It does now. When the new ones come in September it ~~~. 
363 takes longer so they maybe only get a little play but now w "-~~ !~'Mi\ 364 they've got the routines. 
365 It goes fairly smoothly doesn't it? It's sort of in, eat, out, ~ (\.Q,J\ 9ct..,....":1 ~i'1" .. aE::\. -it?7f~ 366 play. ;:iMa~ 
367 Aye they have time to eat. It's not a rush like, mind some 
-ftn.t...60~ 368 of them do bolt their food down. ~eJ.... ~ f(l>J' 
369 Aye but they don't have to. d r~~·1'UL 
~,wO'\ (Nfi ... ~ 370 No, but they want to get out to play. 
t:..tk? 371 To be honest if they had longer outside I think they might Gl-,,\.kVl ~"'....t-uJ.. 
1'PP 'd o~- 372 get a bit bored. ~i'~ 
bD( / U'~ 373 And cold. /OQ I,.~ -bJ)C"~o... 
NuJ..'-o f(~ 374 Yes, but they do need some time to pl~y. ~~ 375 I think it's about right. 
'CoVe...' 376 I couldn't cope with longer anyways. 
5~~'":$ U 0-
377 We'd have time to do something else though with them .. -~:", 
{\Kt..filN. ~ 378 wouldn't we? At least ifwe got them involved in new fVtp ... 6"f'I"C. - c.-...... uJ. t(~~~ 379 things the novelty might distract them from falling out or ~ ()"W~, cf-"\'t .... tt::;cr 380 fighting. f ctJA,;., ,. voL 
f~~D~ ftft -"oj 381 I noticed that whenever anybody was messing about ~(j"'t{0 
382 you all usedthe chUd's name and called them over. 
Sh,.w.J... uJr.. ("\~ 383 Well you should. ~~..,. ~IN"'\~ 
C..,..:t. .J.-o .. .,J:; 384 You can't shout across the yard at theine \'\1E'D. 
~ ... ~J.JJV\ 385 This is where it's good we know our kids see. We know 
-1w:..( "G.I';'&A 386 their names. There's none of this, 'Oi you'. I::.oev-i,? ()~ 
Go~ 1l'141\~e. 387 If you did that they. could pretend you didn't mean them. h~ ~ 
388 That's right you call their name and they like stop and ~"='&. I (J~ 
389 look over at you. Then you can get them to come to you 
N...t: J't~,~ 390 so you're not kinda chasing after them. You're the one 
5"'f vviJcr v- 391 that's in control like. And then you can make sure there's 
~~l 392 none of their mates about and have a quiet word like. 
! Oi.s~cb 0\ 393 That's right, it's none of the other chil~'s business. OiSt,nat4- w_ttI--394 They don't have to know all the sins. 
~v:.q,J:. v~ 395 Yeah I like to start with a quiet word. They don't lose 
.-)Jch cJ, .. ~ 
Ch,~ "'~ 396 face in front of their mates and you can sort of reason 01u:. s~ - i""'~, 
C,Je..FL 11 
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436 
with them. Appeal to their better nature, cos they all have Chl.().JCJ.,. ~a. 
~~­one. 
If you shout and yell it doesn't get you anywhere. ~ClU. <.>-~ 
Aye, except your blood pressure goes through the roof. U~ ~t 
No, you have to respect them really. That way they don't .sh.co • .) .• b? 
have it in for you either. You always keep your .....,b) ~ 
relationship on a positive footing. 5 N> ~) Y"l 
You've ·got to sound like you mean it though. >~ 
It is more effective to have that close contact with them. f ~."'J'C... r.u....bt-Y< 
We've got to watch that we don't go on and on. That's ~ ~~ 
when you see their eyes glaze over and you've lost them. o,..~ be.,.r a~ 
It's' best to keep it sh~rt. f,a... (P1'\J\~? 
Well we don't have time for much more do we? 
You don't need an audience. Qol/L ~-~ 
Well it helps us as well doesn't it? If the audience maybe ~tt- _~~. 
jeers or something that might encourage the one you're ttu.L. ,f-
dealing with to smirk or something and then it gets out of "'1[f'M. \ .. ~K«...l. 
hand. . ( ... u- fr~~ . ; ~ 
Don't get me wrong, sometimes I do shout. If like they're (t ~
about to do something, maybe lash out, you shout the Q. vr~ boo c..o~ 
names loudly to get their attention, to shock them into ~ ~rfI~ 
stopping. ~~ s~'':160 
Aye but you don't do it often, cos then it wouldn't work, ~.J..>-va 
they'djust all think, 'Oh there she goes again, Mrs So ~ ~ 
and So blowing her gasket again'. ~"""- ~ ~ 
You have to show you care about them. (..h\U.iu...,::" . ~ 
Yeah, but they can't always see there's a reason for not $0fV'04. 0-
doing things, and you're stopping them because you care, 5~·~ r~~ < 
and you won't make a show of them because you care. pv.q",~e. 
Rules should be there for a purpose. fC ~ '- t...J..a...--
Aye but you've got to be careful. Rules are for breaking ~1'T.4. 
aren't they? . . o-..-(9Vv. u.-.&obr 
Some of them can be arbitrary. Like walk on the left hand r~. ~ ., 
si.de. which is a·bit arbitrary. You can understand it in a tJ,...::. 
secondary school where there's thousands of kids milling ~~ ~t.. ~I'" 
~und but it's very diffic~ to find a sensible reason for - rt.Jfs.I\"~ ~ 
It here. r~ 
They didn't even enforce it after the first couple of days. A_ _ I ~ t4 
It started well. - ''''""!::J. "'"' 
It did but since they don't tend to cause accidents by 
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bumping into each other by walking on the same side of 
the corridor, it's not a very sensible rule really. 
And the children didn't see the point of it either and they 
should if you've any chance of trying to get them to keep 
to it. 
Are there others ways of managing children? 
I'd like to know how to avoid problems, like incidents, 
y'know. Sometimes I think you know something is going 
to blow but you know that just ignoring them or giving 
them a job or whatever im't going to be enough. So, what 
d'you do then? 
Well I'd talk with them. 
Yes I know that but like, well, let's say a fight? Y'know 
it's going to happen so how do you wade in there or 
whatever it takes to stop it happening? 
I know what you mean I'm not so confident when you 
have some of them that challenge you. It's the ones that 
look you right in the eye and there's no fear in them. 
They just don't care. 
Aye hut there's not 'SO many ofthe~. 
C~,y'((J\. ,,~~ 
(:0 >~ e"',.f. o rv.L... 
UJ..A (t.~ ~ ,h.u.l:l • 
~~~ 
w J).. • ~ PI.J\I ) 
U\',(j/.JV\ l.s;...:t.:r-
-&4 t) ... J.J::...~ 
~ l?a...I'<- (\.0 ~ 
6e ~~'r" 
Not butitjust takes one and then you've got a situation. 
I think it's about being able to handle yourself. To be 
confident like. Showing them who's boss. Not telling 
them off like or being horrible to them but just somehow ~~~J-.y -, b.. 
you being the top dog, or such like. . ~j'" .' 6e( 
You can't show them a weakness. They sniff it out and 
they go for it. ~.~_ ·.)().ff " .... 
They do the same with the teachen. There's one or two of ..... 
them, have no 'idea and the kids know it. J 'fcr..j.~ .. 1"l ~ 
So, how do you communicate that you can handle 
things 'at lunchtime? 
I don't know really, it's just sort of in you, im't it? 
You've either got it or you ha"{~'t 
Yeah but I think sometimes there is things that you can 
do that maybe we don't do. 
Like what d'you mean? 
te ... ..h.U'> 
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Well like knowing how to hold onto a child so's not to 
hurt them. 
Or be accused of assault. 
Aye you have to think about that. 
That's right, so you have to know what to do properly . 
I don't think even the teachers know that. 
It's knowing what to say and how and when that 
sometimes diffuses things. 
I think we do that without thinking really. We just sort of 
know when to. 
UoJ\k:, ~"" I~" 
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~r...w,,~ ---(~ 
~~. 
Nu.) .... t- ~cv h. 
t\!l ~. Yeab but some do it better than others and I think we 
could all do with being reminded or maybe even learning 
something different. Like I think S. could show me how (./\ ~ !........L ~~Q/'\. 
she manages that group that always hang around in the hc.vJ' d:~ 
bushes. I just get a·mouthful or they ignore me but they .5(.....OJ.I 
don't with her. 
They wouldn't dare. 
Yeah but why not? What do you do? ~.w- ~':L:' ~ 
• Dr ::.Jr-D"" Well I don't know really. I'm Just me. f-...f iOrlh.al\ 
I guess the kids know where they stand with you. You've 
never taken any·nonsense off them. 5u.(~J&rJ 'n.......,.c. ~I\.I\.. 
Well no but I wouldn't with my own kids either. You (.ore:. ~ 'It;:, j ..... t. no 
have to keep to your word. ) ore./ 
It is about being a parent sometimes isn't it? You just use (,'" .cAr- ""'-.a.:J .... j 
the best bits of that sometimes.. ~ j.h..-ul 
I think I do. I think I'm the same with the kids here as I A.c..l::- ....n 0- r 0./-1. 
was with my own. 
But whenyou're at home you don't have a couple of ~r-c.. ~ 11~ 0-
. (..reM:. ' ...... ~b~ hundred of them .fighting over one f~t~ do you? There +-.h1'3 
must be more to Itthan that. So what IS It that's more than 
just be~ a good mum, or dad? What is it we'~ doing or k... "'JC. c........ ,~ 
not domg and what do 'We need to learn better like? '....t. ~ ~ ~ 
Do you mean get a qualification or something, go on a ~c:t:" 
course like? 
What do you mean, like training or something? /... 
Well not going on a course but having someone there to e. ~I\...f- .... ~ 
show you and talk to you when you were doing it. 
cbf...t/..J,.. ~_
I see what you mean. lwouldn't want a course because 
it's all well and good book learning but it's nothing like it 
really is when you're out there with them and they all 
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want you at the same time and it's noisy and they need to 
eat their dinners fast. 
It's hellish sometimes isn't it? 
You were saying about having somebody out with you 
to show you things? 
Yes, it's like, what's it called? Learning with Nanny. 
Nelly. 
That's it. Somebody kind of showing you on the job. 
I don't think until you've actually done this job that 
anybody could tell you what it's like or how to do it. 
I bet teachers couldn't do it. 
I'd like to see some of the mums doing it. 
Well we sort of teach each other things don't we? 
How? 
Remember when you first started and you said to me you 
didn't know how to talk to some of the older lads without 
them getting cheeky. 
Oh aye, they were awful with me when I first started. 
Well can you remember what we did? You came and 
stood with me and I chatted to them and included you in 
the ·conversation and you took the. lead from me. And I 
think the lads talked to me in one way and then just 
carried it on with you so's they weren't cheeky no more. 
I don~t get any cheek now. Nobody sets cheek to me. 
Do you think that sort of 'on the job' training would 
be useful? 
I do but I think it needs to be all the time. 
But we'd have to get on well, and trust each other. 
Well we would because otherwise it could cause bother 
L~"D u/Jh 
NUS 
lAA.w~~J· 
~ ~ ot::N/l 
On;:)". C) ",,,,-tJ-
J q, &f.J...r. ~ 
between us. 
I don't know. We get on well don't we? --1(~ t>~W'- ~ 
Yeah but think if I kept on ooming up to you like, and 
saying try this, tty that, you'd end up thinking I was ew-~ ~ E:--
bossing you about and interfering. bot3 7 l ~u~ 
If it was all the time you would but really would we have ·1 .. 
the time? 
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No that's the thing, we don't have a lot of time. 
We don't have time to turn around sometimes. 
I think we do it a lot though. 
What, tum around? 
No, showing each other. Or maybe we know each other 
and we know things that others don't like to do, or don't 
feel confident with. We sort of just do that without 
talking, about it really. It's like you always talk: to Mrs c. 
but I can't. I don't know we just sort of rub each other the 
wrong way sometimes. I don't know what it is. But like 
I've never asked you to, you alWays just say 'I'll go and 
speak with her' and'that's it. Sorted. 
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561 What you seem to be saying is that you do support 
562 each other by sharing skills but also taking OD tasks 
563 that you might be more coddeDt with thu othen 
564 are. 
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, Aye I think we do. 
Yeah, we even do things for one another just cos we 
know somebody doesn't like that job. 
I hate First Aid stuff. 
Yeah now see I don't mind that. 
It seems that you've come to the point where you do 
all of this without really formally agreeiDg to It. 
o .It'.vtI\L ,/..1.VI ~ 
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0 ... ~ otN.o cJ,. ... t: 
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We have, but that's what working together is about isn't ~ &'\",.u.1,"~ 
it? 
Aye w~'ve got to be there for each other else it'd be a -(h,Q,<. LI' e,."..,n 4It+-
harder Job. ~ 
It is hard, and it could be a lonely job if you felt there was 
nobody to turn to cos nobody else lDlderstands what it's 
like. 
No it can be very hard some days. So~ days there's 
nothing but trouble. Don't ask me why but some days it N~PJ~ A\n.c... v.r--~I~ 
can be awful. If it's windy like, or if there was trouble on 
the esta~ the night before,or even if somebody's just that 
way out. 
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'\ 584 There was gro,up of boys, who I felt looked as though 
585 they had the potential to start messing about. One of 
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I think I know which group you mean and you were right. 
I know that group right, and you can tell, they've got a 
look, or a way otwalkiIlg and you know they may be 
about to start something. You don't just stand there and 
let it happen cos then it would be even worse to deal with. 
No, you make yourself known. 'You hang around them, or 
catch a few eyes. 
I go over and spend time with them, just have a crack, get 
their minds ofIwhat they were doing and let them know 
I'm there. 
Gives you chance to have a bit of banter cos if you get on 
well with them they're more likely to do as you ask. and 
not treat you like something they've maybe stepped on in 
the street. 
They do that in the big school, secondary like. 
I tend to stand and sort of watch, that seems to do the 
trick. 
Might there be other ways those incidents eould be 
dealt with? 
Well what we do seems to work. 
It's like with everything we do, we try this, it doesn't 
work, we try something else, and so on, until we find a 
way that works for us. 
And for the child. 
Yes because there are some, who will remain nameless, 
that even standing by them makes not one bit of 
difference. They just go ahead anyway. 
I know who you mean and with thettl I maybes distract 
them by giving them something to do, or talk to them. 
Sometimes 1 even say, 'I know what you're pJanning so 
don't even think about it'. You have to let them know 
you're not daft. 
They think they know us but we can read them like 
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books. 
We've seen it all before, well I have cos I've been here 
since I don'fknow when. 
To be honest there are times I think to myself, 'Well you 
made a pig's ear of that' .. Nobody needs to tell me that I 
know it myself when l've misjudged something. It might 
be cos I'm tired, or had a bad day,or just not taken a 
minute to think about what I was doing. But I can stand 
back with the rest of them and know when something's 
not gone right. 
631 So what would you do then? 
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That depends on a lot of things. Whose seen. If I'm in a 
good mood and can laugh it off. I might make it up to the 
child, if it was them that was in the middle of it like. I 
might not say sorry but I'd make ~ point of having a nice 
chat or something. 
You have to be careful to let the kids know you know 
they know you didn't do well, without losing face with 
them. If that makes sense. 
I've apologised sometimes because I think the children 
need to see that's what you should do. I do it quietly and I 
might explain I was tired or whatever, or at the end of my 
tether. Shows you're human. 
It brings you up though, so you're careful not to do it 
again. 
Well that's right, you need to think about what you're 
doing don't you? Especially as it's children we're dealing 
with and if we get it wrong with them when they're so 
young it could have some iinpact on what they turn out 
like. 
Heavens, let's hope none of them tum out like me. 
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652 As well as dealing with individuals, I 'noticed daat you 
653 waIked around a lot. 
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You have to. Again it's letting your presence be felt P (t . .! ~<.L ~ f~ 
You have to.- It's a big space. 'You might ~ot get to know 
where the bother is. Sr (.o.cL-
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Also they need to be on their toes if they don't know 
where you might tum up and when they've got to think a 
bit more before they get into bother. 
Well that helps to stop the bullying doesn't it? They know 
there's no little comers they can hide behind because we 
might just pop up there. 
It nlakes us accessible too. If children don't like to walk 
over to us there's a chance we might wander over near to 
them. 
Again we get to know more of the kids, what they like 
doing, who they like playing with. 
Yes but we always have two by the doors. 
That's right, we have to monitor the doors to stop them, 
well the juniors really, going in and out to the toilets and 
maybe making a mess or getting up to goodness knows 
what . 
What I was meaning though because there's two by the 
doors if anybody does need us they know there's always 
somebody there .. 
It's security for them. Knowing where to find us. 
Well yeah, this means if there's an emergency, say first 
aid needed or a tight, they don't have to run allover the 
place looking for an adult They know there'll always be 
somebody at the door. 
We are strict about this at the junior door. 
We're not like glued to the door but we're nearby. 
This is part of the rota too, so it's a team thing. 
I was interested in ·this issue of the team. There had 
been an ineident and I notieed one of you had dealt 
with it, but then the ehUdren moved to another 
supervisor to try to have it dealt with _piD. 
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Yes I know what you mean. I'd sort of got involved Chu...lr<.l\ 5 ~d.... 
because I'd seen what had happened and I sorted it out. ~~ oJ...,J 
But then, as they do, they wanted somebody else involved ~ ~ 
so I went over just to say, 'Hang on a minute I'm dealing 
with that'. 
Oh I know what YQU mean cos they came over to me. 
That's right and Ijlist said, 'No go away it's been dealt 
J,~4..h ~ 
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with'. 
We have ,to do that otherwise they play us off or one ofus 
will do one thing and one will do another. 
We do sometimes hand things on though don't we? We 
maybes say, 'Oh I don't know what we'll do about that I 
think we need to talk to Mrs So and So' . It just sort of 
makes them think it'$ being dealt with seriously. 
Yeah and it's good for us too because sometimes I don't 
know how to handle something but I like somebody else 
to help me out 
Well I don't like the tale ,telling, it really gets on my 
nerves so I have to ask somebody else because I just get 
cross, and that doesn 't help~ 
We all do that though don't we? We know which ofus is 
good at dealing with this problem" and which is good at 
dealing with that problem. Or even playing games. I hate 
them skipping ropes but see A. likes them. so I'll suggest 
they maybes go and ask her. 
But as well sometimes there might be like the guilty party 
and then the innocent one so having two people there to 
sort things out can' help. 
Like Mr Nasty and Mr Nice. 
We've got to know each other over the years and that 
helps. 
And we know we can tum to one another. 
More than you can to the ~ers really. 
k,v(' ,,~~.v...l 
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'Thlay don't.understand what it's like out there. 
Well they don't have time ¥'they? They're too busy 
thinking about the'next lesson 'or whatever~ 
N- i...f(o* r"" 
~ _d-.. l'lt. 
In one ineident there 'wu dearly one who had beea 
the instigator alld olle who seemed quite iDDoceDt 
Both chlldrell were separated aDd lIsteDed to 
iDclividually. Why was that? 
~t'1~ 
Whenever anythiug'happeDs be-... two you never PVI~ J
know the full storY., You could be there'for months and ~ ~ 
you could talk to everybody and' his dog and all will have u ~4)~' 
different versions of the same things. Probably all of them 
are right too. from their point ofvicw. But what you do 
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have to do is give them ones that's mostly involved the 
chance to say their bit or else it goes on and on and they 
think you're being unfair. 
They have to say what they think happened. 
They have to get it off their chest and give their side of 
the story. 
Sometimes you know it's maybe a misunderstanding and 
you help them to sort it out. They maybe apologise and 
that's the end of it. 
You've got to listen to both stories. You've got to haven't 
you? 
Sometimes that's it finished, you don't have to do 
anything, just listen. 
Well yeah, I know if you don't they carry on going on 
about it in the class and then don't get on with their work 
and then the teacher gets cross and it all blows up. You 
have to deal with things and stop them getting out of 
hand . 
Most of What goes on between the children is minor stuff, 
and they can resolve things very easily. Sometimes it's 
the adult intervention that causes the bigger problems. 
Yeah it's like when friends fall out and then the parents 
do and then the kids make up the next day but the parents 
can't 
I saw some buddies on the playground. Can you teD 
me about them? 
We insUgated this. We got it off the ground With a 
teacher. We sort of organised it together. 
The School Council was involved too but I'm not sure 
how because we don't really have any involvement in 
that. 
We do try to guide the buddi~ suggest they keep an eye 
on certain ones, or tell them to go over to see if they can 
help. 
They sometimes come over and say, 'Can we do this' and 
we might say, 'Yes', depending, or, 'No, but why not try 
this?' 
They like to feel they're helping don't they? They think 
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they're our ~puties. 
It's good for them though isn't it to have some (h,Y.,tCUI -~ .. '- be 
responsibility? ~~ r .... ro().\~b~ 
-.J It's working better this time. We've done it before. All 
they wanted was to get the bib but not do anything. 
But I think that was because somebody else organised it LJe. ~ CU\il..~ ~ 
and didn't really explain to them what it was about and (:A~ <.h-~ 
didn't involve us, so we could guide them like we can do ~.,:b, ~ 
now. 
You're right. Sometimes it's when people don't tell us, or 
ask us, that's the problem. N ~ .1\ ~'1~ 
They need to remember that it's us that's out there five ~v •• (-.rvvor.r ~ oJ'I 
days a week, all lunchtime, come rain or shine, We know L.,,~~ 
what goes on, we know where the problems are, we have S 
an idea as to what might wOrk. ~AJ"'I'.)~ ~ 
We've set up teams of bUddies, so they· work one day a ~ -~:~ 
week and this helps, because before it was the same ones ~~fU(P 
each day and they just got bored. 
Well they need to playas well don't they? 
I think that they like our support. 
Well they're supporting us really aren't they? 6~~ J' ......f(#I~ 
I suppose they are. .>~i~.¥> _~v.1 
They do things for us and that helps, like watch the little ~ L ~ do-
ones. (.PI.J.L.-~ 
It helps them to take responsibility. Collecting the toys at r1_' 
th d. ~\.d..r 'fI\ -e en r~",~"",~ ~ 
I observed that you do a lot of talkiD& with the 
clindren, playing with them alld supervtsiq 
behaviour. I ~ noticed that you sometimes stood 
back and j ... t watched. Can you talk about that? 
~ 
You've got to be constantly watching. G.o~t'tL"t\.., ~: 
Some may think it's just chatting but we're vigilant all the ~ w~: ~ 
time. Eyes everywhere. Over shoulders and head and I t • _ _ 1_ w~~. vb~ 
You've got a tuned ear as well. You pick up when 
something's not right, if they're too quiet, or ifthcre's a 
particular squeal. 
There's a level of noise that tells you things are just 
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I've had to tell someone for screaming when they're 
playing because it jars me,and I look up thinking there's 
been a terrible accident 
Some days the whole level of noise is just greater and it ~ doD t"\'t.. 
happens for reasons that ~never entirely explicable, to 
an adult anyway. 
When it's windy or a full moon. 
You learn, I think, to gauge the atmosphere. 
I think they need to know, the kids, that we're looking at 
everything. It's no good being busy. 
Well no sometimes· the quieter ones only come up to you 
when you're not doing something with somebody else. 
No what I was meaning was if they think you can't see 
them they're likely to get up to mischief. 
Oh I see what you mean. 
I find that if I stand back and just watch I learn all sorts of 
things that l might not have noticed if I'd being rusbing 
about doing other things. You sometimes see· a different 
side to some children. There can be oneS who arc 
absolutely awful but then they're really kind to the 
younger children. 
I've seen it the other way round,. where the quiet ones, Ch:'-k~ d...W' 
where butter wouldn't melt and all that and then you see (>.IV".JQ""" 
them giving a right mouthtw to somebody. 
We don't often have the time though do we, just to stand No (d-. E.-o (,.0/. 
and look? 
I don't know I think each lunchtime we do, for just a few 
minutes. I"try to anyway. 
Oh, I'll maybes try that too. I always think you have to p(~)~~ 60 't>oL 
look busy. ~,..) 
Well you never know who's watching do you? c _. ~ 
. . r Co """- crre.. 
We shouldn't have to worry about that though as long as P~? ~~ 
we're doing our job. I think watching the children, getting 
to know th~ being available ifneed be. I think that's ~p i, cr.bAAJ::. 
what our job is ~ut, not just dealing with problems. Ul~~ • ~~ 
Some don't see 1t that way though do they? ~ <W~ '" 
Some don't even think about it at.aIl as long as we're not j ~ ~~ 
bothering them. u~ P"'~ 
~ (/I(,H ~ 
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H it's wet or windy, who deeides what should happen? 
We do really. Sometimes I'll just say to the Head, 'Indoor 
play today?' She'll sort oflook and we exchange looks 
and we get on with it. 
Ifwe're happy to deal with the puddles or whatever she 
leaves it up to us. . 
They need to get out though don't they? To get rid of that 
energy. 
If they haven't been out it can be a nightmare in the 
afternoon. 
Aye the teachers don't like it. The rooms can be messy 
and the kids are like wild animals that's been caged, 
They need a run around don't they? 
I don't know why we can't take a class fu at a time to 
have a run around·the hall. 
\1 ~ d.aA • ,l .. " 
~ svv'lu.'; ~ 
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Now there's idea. Why haven't we thought of that? 
Well I've never thought of it before now. I'm only 
thinking now cos we're chatting. 
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~DvU-~ 867 
We should maybe think about doing that. We could talk 
to Mrs H. see what she thinks. 
868 Let's go back to the dining ball for a moment. You did 
869 a fair amount of opening paekets, eheekiDg what had 
870 been eaten. Is. this something you feells an important 
871 aspect of your role? 
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It is, and tidying tables. Basically they can't eat if they 
can't open packets and they can't sit down to a messy 
table. 
We don't do it for the older ones but we need to show the 
little ones how to open things and how to tidy up after 
themselves. 
Some things are awkward 'to open and the trays aren"t the 
easiest to manage. 
That's what we're there for im"t it; to help child,en to 
enjoy their lunch and look after ~em when they play? 
You have to teach some of them. Which band to put the 
knife in and how to cut things up. 
You have to remind them. about please and thank you. 
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On the whole most of them do, and you get a smile. 
We go round some of them and open their lunch boxes to 
see what's been eaten, because they can be fly like. 
Throwing it away when nobody's looking and there are 
some that hardly eat anything so we have to let their 
parents know. 
It might just be that they don't like whatever sandwiches 
mammy is making so we can tell them. 
It's just a few like that and you get to know them and 
keep an eye on. 
There are one or two have conditions and dietary 
requirements and they have to eat what's in their lunch so 
we keep an eye on them. 
u.,~~c:Jo. 'fu' ~ ~ ~""" 
Co,,"~it..-ti...,. w. 
('....,.~ (t-tI\..t\ ~ 
(AI\.J.,:..~ ON I J: 'L 
-l~&J-' 
898 Do you get informatioD about those chUdreD? 
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We do, goodjob really. There's usually a photo up and 
the information and the Head makes sure we know, and 
the canteen staff. 
I have to watch some of the others though because they 
might offer them something they shouldn't have, not on 
purpose like. 
Do you get other informatioD about chUdreD? 
Hit and miss really. Some teachers will tell us things and 
somewon'l 
What sort of thiDp are you told about? 
If there's a problem at home. If they have problems with 
their behaviour. 
Or learning even. 
But we don't really have proper systems for it. It just 
depends. 
I don't think we need to know some things though. Some 
of it is private and I think the mums would go mad if they 
~forM< J.. ('....-J::. 
,,~ U'/\~-...J=~ 
~~>fu-J 
~roI'~~ 
~0j.J~ ovJ' 
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thought we knew. 0 .. J'O 
Aye but we wouldn't tell anybody would we? ~ Ilvt:, ~~ 
I know but I think we need to be careful and not pry. l~ Q, 
2S h~ 
4~ 
6 .. t;.A.):;. VC-
()'\p~c).. 
U It:eA-O:l oJ) 
""': 
919 
920 
921 
We wouldn't be prying it'djust be if the little'un was S eII.s i k'" h 
upset or angry so's we'd need to know and use our kid 0 
gloves. 
922 Can you for a moment think back to the lunchtime 
923 you've just had? what do you think went wen during 
924 that lunchtime, and why? 
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Well we're still here so it must have been all right. 
It was just a normal lunchtime really. We got on with our 
jobs and the children got on with what they do. 
lt was all okay really wasn't it? 
It's because we.know what the routines·.are. 
And we work ~ a team. 
Yeah I think that's important. Us working together. Ifwe 
do that then we can deal with anything. 
For most of the time the children just got on with things. 
Th~y know what we want. 
And what is that? 
Well for them·to get on with each other and to play 
cooperatively. 
Which they can do. 
Most of them do really most of the time. 
And if they don't we want them to listen to us, to sort out 
the problem and then get back on behaving themselves. 
942 How do the ehUdren know that'. what you want? 
They just do. 
We remind them often enough don't we? 
945 How? Do you tell them to get on with each other? 
946 When we talk to them, if there's been a problem we do. 
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But what ifthere hasn't been a problem? How do they 
know what you want them to do? 
I don't know really. They just do. 
It's like us being parents again, they're just children 
again, they just know. 
Some must be born knowing it. 
It is funny isn't it? How some just get on with things on 
the playground and you might never have to say anything 
to them. 
There's a lot like that It's about knowing how to behave 
and how to play. 
But like we've said there's a lot that don't know how to 
play. They need play lessons some of them. 
I think the younger ~es watch what the older ones do 
and they learn from them. So they learn which parts of 
the playground they can play in. They·leam how to talk to 
each other. 
Some could do without learning some ofthal 
What do they learn from you? How do they learn 
what you want or them? 
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967 'D'you know I don't know. They must just have been ~cl.c.r~ 
~.u.. OVov Le..o.t ... fo"" 968 taught good manners and respect for elders and all that I 
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How d'you mean? 
If I'm in a· bad one they know not to mess with me and I 
haven't even said anything to them. 
They can maybes ten from yom face. N.f\ -" ..o..J.. "-'I 
It's like when we've had a supcrvisorthat was a bit soft CsI~-~ 
with them they've nm rings lU'Ound them, even the quieter 
ones. They know don't they? 
D'ya remember that one that had hell on? Oh she was Lh..lVUfl.J\ (t.O.J.. 
awful. She couldn't make anything of them, not even the ~CA.lbI 
new starters. Day one there'd be chaos ifshe went near 
them. I don't know what it was but she just had to look at ~ QJV.lof\ I "" 0-
. "'" .VMCA ~ 
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Are you saying that the children can read adults in 
someway? 
That's a good way to put it, They do. They read us like 
books. 
Even if they can't read an actual book. 
Thinking again about the lunchtime you've just had. 
What didn't go so well? 
Oh, let's think. It's hard isn't? Thinking like, what 
happened. . 
What about S. who wanted to stay in because she didn't 
have anybody to play with? She often does that and today ~ ~hA( " U\Mo 
I didn't really have the time to involve her in a game so I 
just told her she had to come out. 
Well we all do that sometimes don't we? Not handle ";'.0 p~ Oc. h4Nl 
things well because we're busy. Ji.~ fN ~ (L. 
Some of the football was a bit of a problem, as usual. The d' ~ ~ ~ 
bigger ones were hogging it p ,. <.J-. 
Of course there was the usual problems at lining up time, tl;;;. .~~; NtJ 
the stragglers coming along. -.,JJ... -t fW' 
What the kids or the teachers? £..:,. ..... ; (j ~ Co... (~ 
Aye both. RJ~::'~ buJvvJ , 
How could it have been better? 
Maybe more ofus so we would have the time. ~r-e. oJ.-,UJ\ t'\Id 
Or maybe teachers spending more time with them, the b- Sf~ t1 ~ ~ 
boys like, so that they don't·have problems with the c..h~ l.J:,o 6-ua~ 
footie. ~) 
Well they all need that don't they? Bit of time on bow to 
play together. 
When you do an activity on the playground the Years S 
and 6 spoil the games don't they? 
They get to thinldng they're top dogs and they caD nile 
the roost. 
Little do they know it's us that niles the roost. Well we 
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try to anyway. 
How do you mean? 
1 suppose without them knowing it really we have to let [h,WeA t'\,UJL.& 
them know that it's us that's in charge like. It's not like a \c..c-o..J ~~.AJV.\.Dn 
battle or them ·and us sorta thing but we have got to make {)J~ iA. ~o.r" ' 
sure everyone is alright. U 
Aye they all need a fair crack at the whip at lunchtimes. F 
Be able to have a go at whatever they want. It's not just ~ :~ 
for the older ones. .J 0-" ~ 
They can bully a bit can't they? Thinking they can get ~ Pv..iM.t ( (?4l. 
away with bossing the little-un's about. ~P,"""CI\-c..r" 
But we don't let them mind. '--' 
Was there anythlDgabout the way the lunch period 
was organised that could have been changed to 
improve things? 
. Teachers could come out on time just before we blow the -reoJ\.cr~ ~~ 
whistle.. coAl:;. b~ 
Yeah that's a problem. Well it can be. ~ 
See we get the kids to come to line up and then we have , \ •. 
to stand and wait for the teachers and well y'know what? ~ 
It's like keeping bees still in a line. So needless to say we I: 
then have to spend ages getting at them to be quiet and 
stand still, and then some of them wander off to have 
another kick of the ban. 
I find it hard knowing who's in charge when the teacher 
is there. 
I think the kids do too. 
Last time we were talking about rewards and that We 
don't really do much of that and like you were saying 
you' ~ given a mentiOn in assembly. I think I'd like to do I, \. a. 
that. ~ 60 (~ .. 
We could give out stickers or something couldn't we? ~ .. ~ 
I· agree we could look more at rewarding the children. 
I think we should be able to take action as well. (,.)~ b:a ~ 
Like what? ' o,....t; M D~ 
Deciding that they can't h8ve a play at lunchtime the next 
(\1, ,,"0/ i, ~\.AotA 
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day, or something. I don't know. But at the moment 
things like that have to go through the Head. Well I don't 
see why we can't sort some of the minor things out 
ourselves. 
I'd like to get an apology if they've been rude. 
Where there any particular barrien? 
I don't know really. Maybe more things to play with. 
Sometimes that can make it worse cos they fallout over 
things or things get lost, or they get hit in the face by a 
flying beanbag. 
Y'know they do this Circle Time now in the classes? I 
think they should do some of that to sort out problems. 
I think they do. I know Mrs. T.'s·class talked about the 
squabbles over the games box. 
See now I didn't know that. This is where we need to talk 
together more. ° 
Y'know you were saying we need more of us? Well I 
don't know if that would help. 
How do you mean? 
Well with more ofus we'd be different wouldn't we? The 
children would have more of us to playoff against each 
other. I don't think it's too bad with just us. Yes we could 
perhaps have more time to talk and play but I don't think 
we do too badajob as it is. 
I still don't think we get to hear what's going on. Mrs S. 's 
class were late for lunch because they'd been swimming 
but we hadn't been told. M. had been excluded but we 
didn't know. It makes it harder for us .. 
I know what you mean. I'd come down hard on a little'\lD 
the other day and he got all upset. Turns out things aren't 
. good at home but nobody told me that. 
Y'know what I think the problem is? We don't have the 
confidence to deal with thinp ourselves. 
I'm not being funny but we don't get paid an awful lot. 
Why should we take the hassle? (...0; ~ 
Yes but some of this would ma'ke things easier for us. ".O.L 
I think you're right We should speak up more. $h.Iu.-U-..ar- . u 
But we need to find a way of doing this and we've tried M ~ ~
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Can you think of ways that you may be able to 
improve the situation for yourselves? 
Well we've tried talking to the Head but she doesn't have 
the time or makes promises but nothing happens. 
It's not a priority for her though is it? 
Well it should be. 
No I mean there's a lot of things that she has to get sorted 
and I suppose it's not high on the list ,of priorities. Maybe 
she thinks we get paid to do the job so we should sort it 
out more. 
We would do if we had permission to. 
When I'd done something ofImy own bat I've been told 
off about it. You can~t have it both ways. 
No but maybe we need to sort out which bits of the job 
. we can change and which bits we caIi't.l'm not clear 
about that, are you? 
Suppose not. What do you think? 
I know what you mean. There is things that we could do 
without talking to her abOut. We change the rotas 
ourselves don't we? 
Yes but what about giving out sanctions? We don't do 
that. 
Well we can't can we? 
Why not? The teacher's do, it's just the same. 
It's not. We're not teachers. We couldn't send a kid home 
for messing about. 
L. "",.b ~.so..l\~, 
~ QIJ\.. \ ,."poJ 
No I wasn't meaning that. Things like the level system 
that we have, time out, removing priVileges. I don't 
know. Just sort offitting in with some of the things that 
teachers can do. At least we can deal With some of the 
problems rather than asking the Head 19. I mean we're in 
charge so we should let the children know that we sort (,..k.;.(c. \A ~ ~ sJ-v,vl..#- c:. out problems. We don't need to refer to the Head. I think . , . __ 
in the longrun it would be better. uv~ ~" 
I agree with you there. I don't know why we bother to ,( ~ (/\. . 
send kids in. They're nice and warm. The secretary talks "'* tf.. ~~ 
to them and thtm nothing happens. I think: if we kept them .... 
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f4~ .ovJ:. 
') v."J(.}.. 1130 out with us, maybe had them stand against the wall or We..~~ 
U./) 1131 even next to us. That would be more of a punishment. (\1 ~ N r f~kx..tN-
1132 For some it would. 
1133 Yes but some things, some kids do things that would need 
S~n~ 1134 more than that. l;t 0,\ OOI\~ ( nv~ 1135 Yes but maybe we could sort that out between ourselves. 
~ boJ::v~ 1136 Decide what we want to do with them, rather than ~(,H~ 
o v..J" s.c.LJV'> 1137 referring to the Head. I mean we're adults. We get paid to I bs oW- ('Y;U &,a We- d..t.c..k I vi e... 1138 do the job. Only the really serious things should involve (>\ "-t\().y"- f2.,h""", ~ ~ 1..., W4-.( e.. 1139 the teachers. ~..,.Lb 
1140 Now you're talking, I think there is things that we should 
NPIJ tY"'"H ~ 1141 say, 'Now here, we think it would be be~ if we did such N.tt.LtlO k- M 
l,)(...c~tJo.ve 1142 and such'. We could have some things different. tf-S~4f'O",e. w .. lJ 
>J>n-~ ~~1143 We maybe need'to get her sat down and get her to listen H~~ ~6e.....J 
c,....t:.~.fa-t ~ 1144 to us. 
G.a-tl-ar 60 (..;~ II45 Not just the Head but the teachers as well. 
CM.f:.u..fo"C:;. II 46 We need, us supervisors, we need to get together to -r'j~" ":jr~ 
1147 decide what we wantfirst. A united front so to speak. w~ we.. \lJQ./I 
~(N~r~ 1148 You're right there. We need to be more forceful. Well I 
1149 don't mean nastylike, but I think we need 19 stand up for 
~~f« 1150 ourselves more. Like we said before, we did have Ne.u.-~ shv\: 
I) v.rJ AJ..v '-I) 1151 meetings but they went by the wayside and we let them. v..f f' DWJ. dJ 
II 52 We shouldn't have done really. 
1153 While we've been talking, this time and the last time, we 
(p(~\? t..f w~ 1154 keep coming up with ideas about things we could do, and L,je.. ~ J't. ; clR 
Ul~ 1155 we could, couldn't we? We meet up at the start and we 
-fv.t ... ~t i...,..!:;r:::. 0... 1156 could tum it into a proper meeting to decide what we Hure (tV~ r (Y~~~ 1157 want to do and take it from there. "'~c..O'~ ~ 1158 Aye I think we should an all. 
bo ~ (,/I ~1159 It takes something like this to make you think doesn't it? 
, 1160 I mean there is a lot we do without thinking about it but if 
1161 we take j.ust a bit time, and get' our heads together we 
GovJ..l... ~ \Io~1162 could have it better. 
WC,:u.. cl.o 'fht.k 1163 We'll do that. 
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1164 When I was observing, can you recaU doing anything 
1165 and thinking to yourself, 'Oh no she will have seen me 
1166 do that', and why? 
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1 was stood at the door for ages stopping children from 
going in to the toilet and 1 did think, 'I wonder what she 
thinks of this?', because if you'd asked me 1 would have 
had to say ~t"s a waste of my time everyday but there isn't 
a better way to do it. Or we haven't come up with one 
anyway. 
It's a bit silly really I think, 1 mean we're making a rod 
for our own backs on that one. 
How d'you mean? 
Well it's like a game im't it? For them to see if they can 
get in before we notice them, and then to see how long 
they can stay in before we do something. 1 think we set 
o~elves up sometimes. 
Aye, they're not daft. They know what makes a good 
game. 
1 wasn't bothered at all. I mean you know what' s 
involved and 1 think we do a reasonable job here and get 
on with the children well. We may not be perfect but then 
who is? 
1 feel the same. Ijust got on as normal and didn't worry. 
In any case you'd made it clear you weren't judging us so 
if we did make a hash of things well that's what the job is 
like isn't it? It was a normal day really . 
Actually it bothers me more when teachers come out and 
1 do sometimes cringe when things happen but then it's 
hard to know who is in charge. Us or the teacher? So it's 
confusing really. 
In a similar vein aDythiDg that Y01l wished I'd seeD, 
aDd why? 
1196 I can't really think there was. 
1197 I don't even think: we were different cos you were there. 
1198 No, 1 don't think the children were either. 
1199 Well they've seen you before haven't they? 
1200 The packed lunches lined up well today didn't you think? 
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For the most part days are pretty much the same. 
Sometimes we might have a bad day. Sometimes we 
might have a good day. But it's all similar. 
I've worked here so longI could say that there probably 
isn't anything that I've not seen or heard or done before. 
D'you know what? I'd love there to have been more 
playing with the children because then you'd see how 
much they like that. I think you'd'have enjoyed it too. 
You might have been tempted to join in with some 
skipping or French skipping. 
Yeah but some days you just don't get chance do you? 
No, but it's part of our job too and it's what we do. I 
don't think anyone realises that or how much time we 
spend positive like with the kids. It's not just about 
chivvying them into the dining hall and telling them off .
There's a lot more that we do and it's hard to explain it. 
Youhave to see it really. 
Aye nobody tells you those bits do they? And them's the 
best bitS. It's what makes you keep coming. 
Children are a treasure aren't they? I know they may 
drive us up the wall sometimes but on the whole they're' 
darlings. The things they come out with. The excitement 
they have for life, well sometimes. 
Anything else, in terms of your role aJ a lundltime 
supervisor or lunchtimes generally, that you'd like to 
chat about, while you have chance? 
It's like We said last time. It's hard thinking about what 
we do because so much of it we just do, without thinJdng. 
It's made us think though hasn't it? We maybes need to 
talk to the Head and say like, 'Why don't we try this?' I 
think we need to stand up a bit more. 
Certainly the teachers need to see more of what we do. 
And I think they need to work with us more. It's like the 
level system we have. I was talJdng to a teacher and she 
had different ideas as to what the rules were as to what I 
understood th~ to be. 
I've liked chatting~ I wasn't bothered about it when we 
started but it's made me think. It's tunny as well how 
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1239 similar we.think about a lot of things, but then how S' u.t. ~-vi-'!J1 ('\ eN 1240 different we are as well. That sounds daft doesn't it? That 
1241 we're the same but different, but d'you know what I >.' /l;I'~ b....,t 
S i./h,lw 1.0, ~1242 mean? ~~ 
1243 I do. 
1244 It's like anything isn't it? If you have the time to talk and N c..e..L 0: /Nl.. be: 1'; ('N. bo r()..4.. 1245 think you can think of all sorts of different ways of doing ~~ (t:AJ.b. 
c;..N- f1.v.J... 1246 the saine thing. 
1247 Yeah but we've got to remember we do this every day, 
1248 and some of us have done it for years. If we can make it 
1249 better then it's worth it. V ~ f1,....:.r r 
&.&.I:W"for ~ 1250 Aye and if we can make it better for them kids it's worth ~~~ 
- <b\ ..., .. ~;x. 1251 it, cos that's what we're here for i.sn't it? ;x:.. h:..II ~ 
~Uf..'rc.. 1252 You say it like that and it makes us sound grand doesn't ~,~~ 
kr-~" 1253 it? 
Uct.J~~ Many, many thanks for taking the time to share your 
U eo. (>Ie.. ~ tl4 
()('"~ 1254 
1255 thoughts with me. It has been fascinating and very 
1256 useful. 
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